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FOREWORD
This dissertation consists of two manuscripts that will be submitted for
publication.  The first manuscript, Chapter 2, is a quantitative study, and the second
manuscript, Chapter 3, is a qualitative study.  Both manuscripts explore the social
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Recently, physical education researchers have been concerned about the results of
national studies reporting young people’s low level of participation in physical activity
and health problems associated with inactivity. In general girls are less active than boys,
and youth from low socioeconomic classes are less active and are more likely be
unhealthy than middle or upper class youth.  Blacks have the highest risks of health
problems and the highest levels of physical inactivity.  Among a number of
recommendations included in Healthy People 2010, physical education has been
identified as a fundamental site for addressing today’s challenges.
According to physical education researchers, one way to address these issues is to
continue investigations that examine the body from a socially constructed perspective and
explore how social constructions of the body relate to individuals’ participation in
physical activity.  From this theoretical view, racialized and gendered ideologies about
the body may encourage or constrain individuals’ participation in physical activity.
Feminist post-structuralist and post-modernist theories have been utilized to further this
research line.
The purpose of this dissertation was to explore how high school students
constructed meanings about the body and how these meanings related to their
participation in their physical education classes.  Quantitative and qualitative
methodologies were employed.  The quantitative method entailed the administration of a
survey to assess the importance of Bodily Meanings and Discursive Constructs to 529
high school students in three public schools in the southeastern area of the United States.
An ethnographic design was employed in four 9th grade physical education classes in two
ix
public high schools.  This qualitative phase included an observational period of the
classes and formal interviews with 28 high school students and three physical education
teachers.  Findings in this study provide evidence of gender and racial differences in high
school students’ construction of meanings about the body and demonstrate these gender
and racial differences were influential in students’ participation in physical education
classes.  Suggestions are provided for reconceptualizing the physical education
curriculum by destabilizing the gendered and racialized body and degendering and
deracializing physical education practices.
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CHAPTER 1: INTRODUCTION
Recently, physical education educators and researchers have been seriously
concerned about the results of several national studies reporting young people’s low level
of participation in physical activity and health problems associated with inactivity.
Despite researchers’ concerns about these data, the gender, racial and social class
differences of individuals’ engagement in physical activity has not yet received sufficient
consideration.  For example, in general girls are less active than boys, and youth from
low socioeconomic classes are less active and are more likely be unhealthy than middle
or upper class youth.  Blacks, especially Black women, have the highest risks of health
problems and the highest levels of physical inactivity.  Interventions need to be created
and enacted to address these social justice and health issues.  Among a number of
recommendations provided by Healthy People (2010), physical education has been
identified a fundamental site for addressing today’s challenges.
It has been argued that to educate students about their bodies and physicality and
relation to the benefits of an active lifestyle, the physical education curriculum needs to
be reconceptualized (Azzarito & Solmon, in press).  The most prominent physical
education curriculum in the nation is the sports-based multi-activity model.  As
implemented in today’s physical education classes, this curriculum is ineffective, and is
discriminatory for girls and low skilled boys.  Further, as Azzarito and Solmon (in press)
demonstrate in their genealogical work, this curriculum may function to create and
reproduce racialized and gendered discourses, negatively impacting students’
engagement in physical education classes.  Further investigations should excavate
racialized and gendered ideologies about the body and how these ideologies function to
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encourage or constrain individuals’ participation in physical activity.  The “politics of the
body,” a feminist poststructuralist/postmodernist theoretical and philosophical
framework, can be utilized to further this research line and promote social change.
From this theoretical framework, the body is viewed, not as a biological entity,
but as a socially constructed and historically specific phenomenon.  Categories such as
gender and race are not fixed and natural, but fluid, inconsistent and contradictory.  The
gendered and racialized representation of the body is contingent upon historical
specificity.  For example, in their historical work, Azzarito, Munro and Solmon (in press)
demonstrate how at the turn of the twentieth century, gendered discourses about the body
functioned to limit women’s participation to light or low intensity physical activities.  By
contrast discourses about manhood in this period, that aimed to improve and maintain the
superiority of the Anglo-Saxon man functioned to invigorate, empower and strengthen
the White man and to exclude (Kasson, 2001) and pathologize the Black body (Ahmed,
2002).  Racialized and gendered dominant discourses are institutionalized and penetrate
the human body by normalizing or disciplining the body to these ideologies (Foucault,
1980).  Therefore, notions of femininity and masculinity, Blackness and Whiteness and
their intersections are crucial to the individual’s identity formation and impact
individuals’ participation in or resistance to specific physical activities.  Ideals of
femininity or masculinity, or racial physical or intellectual supremacy are powerful social
and political ideologies which individuals embody and display.
According to a significant number of physical education researchers, while data
on youths’ low levels of physical activity would seem to suggest otherwise, the “body
matters” to young people.  One way to address these problems is to investigate the body
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from a socially constructed perspective, to reveal how meanings young people give their
bodies may connect with their participation or lack of participation in physical activity.
While contemporary researchers in physical education have began to explore the social
construction of the body in physical education classes and its implication for girls’ and
boys’ participation in physical activity (Evans & Davies, 2004a; 2004b; Evans, Rich, &
Davies, 2004; Oliver, 1999; 2000; Oliver & Lalik, 2004a; 2004b; Kirk, 2004; Kirk et al.,
2003; Wright, 2004), continuing the investigations on the body in relation to young
people’s participation in physical activity can be a useful research line for informing
efforts to increase young people’s overall participation in physical activity.
For example, Kirk et al. (2003) have found that ideals of femininity and
masculinity produced within a heterosexual matrix are displayed by girls and boys
through their physicality and participation in gendered practices.  Body shape,
muscularity and size are crucial to girls’ and boys’ identity processes.  Kirk et al.
(2003)’s found that girls’ fear of masculinization, boys’ fear of feminization, and girls’
and boys’ fear of being sexualized shaped their physicality and participation in physical
activities in physical education.  By promoting masculine and feminine body ideals
through gendered physical activities, boys are privileged in their participation in physical
education.  Because the sports-based multi-activity physical education curriculum
maintains masculine hegemonic physical education practices, boys are located at the
center of the curriculum and girls and low skilled boys are at the margins (Ennis, 1999;
Wright, 1995).
While boys engage in masculinizing practices, practices that require forceful
actions, skills, power and muscularity (Kirk et al., 2003; Martino & Pallotta-Chiaroli,
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2003), girls resist physical education (Azzarito, Solmon, & Harrison, 2002; Wright,
1995), or engage in feminized practices (Wright, 1995).  Recent research suggested that
boys are increasingly obsessed with muscularity and “bigness” (Pope, Olivardia,
Gruberby, & Borowiecki, 1999) and girls are concerned with achieving a skinny body
(Oliver, 2001).  Girls’ narratives about the body center on notions of appearance and
thinness (Oliver, 1999, 2001), while, according to Bordo (1993a), slenderness is the
representation of the 21st century ideal feminine body.  In addition, in a recent study,
Oliver and Lalik (2004) found that in a predominantly Black school, the ideal body was
represented not only by a very thin body, but also by a White body.  Feminized practices
are associated with a physicality displayed by lack of skills, competence and enthusiasm
(Wright, 1995).
Moreover, because ideologies of race and gender intersect, they may impact
bodies/individuals in inconsistent and contradictory ways (Azzarito & Solmon, in press).
For example, the overrepresentation of Blacks in certain physical activities and sports has
been theorized as a racialization process through which African Americans express their
“Blackness” (Harrison, Harrison & Moore, 2002).  At the same time, the
overrepresentation of Blacks in certain physical activities dangerously functions to
reproduce discourses of Blacks’ physical superiority and intellectual inferiority (Harrison,
Azzarito, & Burden, in press).  As a result of these racialized discourses, White boys shy
away from participating in these physical activities (Harrison et al., in press).  By
participating in certain physical activities, Black boys are hyper-masculinized (Pinar,
2001), but Black women are defeminized and sexualized (Gissandanner, 1996; Maynard,
1994); they are often viewed as the “Cinderella of Sport” (Cahn, 1994).  Further, while
5
Blacks are overrepresented in certain physical activities, national reports indicate that
with regard to health and physical activity Blacks are a “special needs population”; they
(especially Black women), suffer the worst health status and are the least physically
active (Pittman, 2003).
In light of these national concerns about young people’s health issues and limited
engagement in physical activity, the body has become a site of increasing anxiety (Evans
& Davies, 2004a).  Since physical education is a fundamental space for addressing these
issues about the body and physical activity, it is crucial to continue investigations about
how young people’s social construction of the body relates to their resistance to or
participation in physical education classes.  The purpose of this dissertation was to
explore how high school students constructed meanings about the body and how these
meanings related to their participation in their physical education classes.  Two studies,
one used a quantitative method, the second used a qualitative method, addressed this
purpose.  The quantitative study (Chapter 2) entailed, after a pilot study with 200 high
school students, the administration of a survey to assess the importance of Bodily
Meanings and Discursive Constructs to 529 high school students in three public schools
in the southeastern area of the United States.  The qualitative study (Chapter 3) used an
ethnographic design with three physical education teachers and their 9th grade students in
two public schools in the Southeastern area of the United States.  This qualitative phase
included an observational period of the classes (field notes) and formal interviews with
28 high school students and three physical education teachers.
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CHAPTER 2: GENDERED AND RACIALIZED BODILY MEANINGS IN PHYSICAL
EDUCATION
Introduction
In the past, one of the shortcomings of physical education research has been to
view students’ and teachers’ experiences in physical education classes as acontextual and
acultural, and to treat race, gender and social class as isolated categories within
homogeneous groups and unspecific contexts (Penney & Evans, 2002).  In contrast to
historical trends in knowledge production characterizing the human body as “natural,”
“fixed” and “transhistorical,” recent research in the field of human movement has
recognized the body as a culturally constructed and historically contextualized entity
(Hall, 1996; Harrison, Harrison & Moore, 2002; Kirk, Holroyd, & Trish, 2003; Oliver,
1999; 2001; Penney & Evans, 2002).  The focus of recent critical pedagogical debate has
prompted the field to move beyond traditional and technocratic physical education
curricula (Ennis, 1999; Lawson, 1998) and to promote student engagement in physical
activity by exploring the social construction of the body (Kirk et al., 2003; Macdonald,
2002; Nilges, 2000; Oliver, 2000; Wright, 1995, 1997).
Parallel to researchers’ contemporary inquiry of the body as a social construct,
researchers and practitioners in the field of physical education have expressed growing
concern with national reports in the United States linking increased health risks to low
participation in physical activity [US Public Health Service (USPHS), 1991; U.S.
Department of Health and Human Services (USDHHS), 1996; USDHHS, 2000].  Data
from these reports indicate that among youth, rates of disease and levels of engagement
differ in terms of gender, race and social class.  For example, girls are less active than
boys, and populations of low socioeconomic status face greater health risks than do
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higher socioeconomic classes.  African American girls have the highest rates of obesity
and the worst health status in American society  (Barbee & Little, 1993; USDHHS, 1996,
2000; USPHS, 1991).  Because of their low level of engagement in physical activity and
high risk for cardiovascular diseases, African Americans have been portrayed as a
“special needs population” (Pittman, 2003).  It is unfortunate that despite these national
reports, researchers have failed to sufficiently address how race, gender and social class
influence individuals’ engagement in physical activity.
School physical education has been identified as an important component in the
effort to increase children’s physical activity (USDHHS, 1996, 2000).  Yet, it is apparent
that traditional approaches have not been effective in fostering the adoption of active
lifestyles in at risk populations.  By reconceptualizing the curriculum theoretically and
practically, physical education can play a fundamental role in the lives of American youth
by responding to these alarming data and confronting today’s social challenges (Lawson,
1998).  Researchers’ ongoing inquiry into the social construction of the body and its
relationship to student engagement can create helpful insights and interventions in
schools by engendering and deracializing physical education classes and guiding students
to learning about the importance of physical activity and physically active lifestyles
(Penney & Evans, 2002).  To develop this line of research, we must map dominant
institutionalized discourses in physical education and explore embodiment issues by
examining differences of gender and race with an awareness of how these categories
intersect.  The intersection of these categories is crucial to individuals’ identity formation,




One approach to continuing this research in the field of physical education is to
view the human body as a site of conflicting social, political and economic forces and
normalizing processes of identity (Hall, 1996; Kirk et al., 2003; Wright, 1995) and to
understand gender and race as dynamic and fluid categories (Afshar & Maynard, 1994;
Cole, 1994; Evans, 2002).  Hall (1996) advocates for a theoretically informed relational
analysis of racial, gender ideologies with issues of embodiment to understand the
relevance of individuals’ physical activity choices and participation levels.  Hall argues
that a relational analysis is useful for exploring physical activity practices as socially
produced and representative of individual identity within dominant cultural
institutionalized discourses.  This critical examination can highlight how institutionalized
discourses, and individuals’ specific contexts, backgrounds, and experiences of their
bodies inform their displays of physicality (Penney & Evans, 2002).  Feminism and post-
structuralism provide a useful theoretical framework for exploring individuals’ social
construction of the body in relation to their participation in physical activity.
From this theoretical perspective, dominant cultural discourses are
institutionalized through schools, churches, families, and the media--socialization settings
that produce embodied power relations through normalizing processes (Whitson, 1994).
One of the theoretical and practical tenets of feminism post-structuralism centers on “the
recognition of the force of discursive practices, the ways in which people are ‘positioned’
through those practices and the way in which individual ‘subjectivity’ is generated
through the learning and use of certain discursive practices…” (Davies & Harre’, 1990, p.
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43).  Sports and related physical activity contexts are discursive constructs:
institutionalized and organized discursive practices which create multiple bodies (racial,
gendered or classed bodily identities) (Connell, 1987) and discipline them through
normalizing processes (i.e., classification or hierarchization) (Cole, 1994).
A Review of Contemporary Investigations
The gendered body.  Several contemporary studies have investigated students’
constructions of meanings around the body and the effects of normalizing processes on
student engagement.  Students construct meanings around their bodies (Oliver, 1999,
2001), position themselves on a continuum between the center and the margins within
physical education practices by choosing to engage in or resist physical activity practices
(Azzarito, 2001; Kirk et al., 2003; Wright, 1990; 1995).  According to Oliver (1999,
2001), individuals give social meanings to their bodies and dangerously aim to mirror the
“perfect body,” the “white universal standard of beauty” that reflects dominant cultural
discourses produced in society.
For example, Oliver (1999, 2001) explores girls’ metanarratives of the normal
body and their co-construction of their bodily experiences and bodily knowledge in
relation to cultural issues of health and physical activity.  Her findings revealed European
American girls are obsessed with thin and skinny bodies, while African American girls
idolize Black women with straight hair and white features.  For Caucasian girls, the
“perfect body” was gendered; but for African Americans the “perfect body” was
gendered and racialized: their viewpoints representative of double discrimination, an
intersection of gender and racial cultural forces they face in society (Smith, 1992).  To
transform these oppressive cultural forces and create safe learning experiences, Oliver
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recommended that physical education curricula include critical pedagogy of the body and
consider girls’ diversity of bodily experiences.  The creation of multiple meanings around
the body can free girls from oppressive and stereotypical views of the body; they can
resist dominant cultural discourses and therefore engage in lifelong physical activity
(Oliver, 2001).  Since research on African American girls’ rates of participation in
physical activity and embodiment issues in physical education classes is practically not
existent (Birrell, 1990; Smith, 1992), Oliver’s (1999; 2001) work is especially significant.
Research on the construction of the girls’ bodies (femininities) demands a
correspondent relational investigation on the construction of the boys’ bodies
(masculinities).  By “talking masculinities and femininities,” Penney and Evans (2002)
broaden our understanding of gender by recognizing that girls’ and boys’ different body
shapes and their stereotypical views of masculinity and femininity, pervasive in physical
education classes and sports contexts, influence their choices to participate in certain
physical activities.  Cultural displays of the body produce a multiplicity of gendered
identities; indeed dominant discourses around the body produce inequalities in social
practices.  For example, in the realm of physical activity and sports contexts,
discriminatory power relations are often associated with hegemonic masculine practices
of the body (Corwall & Lindisfarne, 1994).  Wright (1996) argues that the widespread
organization of sports institutions and cultural practices produce patriarchal definitions of
masculinity and femininity and dominate physical education curricula.  A masculine
hegemonic physical education context becomes the “standard” of practice in schools.
Employing a feminist post-structuralist analysis, Wright (1995) investigated how
language choice produced individual power relations and students’ experiences of
11
discrimination.  Teachers’ use of language created gendered meanings that functioned to
position students differently in physical education learning contexts.  Students embodied
teachers’ discursive practices.  Boys embodied meanings that allowed and encouraged
them to competitively engage in physical education practices and girls embodied
meanings that engaged them in feminized practices.  Feminized practices included
pedagogical practices in which girls were viewed as a “problem” in physical education
classes--as less skilled, less enthusiastic and less competent in game situations than boys
(Azzarito, Solmon, & Harrion, 2002; Wright, 1995).  Girls assume marginal positions in
physical education classes (Azzarito et al., 2002).  According to Wright (2002) dominant
gender discourses embedded in physical education classes discriminate not only against
girls, but also against low skilled boys.
While Oliver’s (1999, 2001) and Wright’s (1995) research focused on girls’
experiences in relation to issues of health and physical activity, Kirk et al. (2003)
extended the analysis of gender, body shape, size and physical activity to investigating
girls’ and boys’ issues of embodiment.  According to Kirk et al. (2003), the body is
gendered: students in physical education classes display forms of masculinities and
femininities that perhaps shape individuals’ muscularity and physicality and their
participation in physical activity.  Kirk et al.’s findings highlighted how gendered
discourses around the body were influential to girls’ and boys’ construction of physicality
-- girls feared masculinization, boys feared feminization, and both feared being
sexualized.  The social construction of the boys’ physicality through masculinizing
processes benefits skillful boys’ engagement in physical activity and discriminates
against girls’ participation.  Bodily actions that require a combination of competition,
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force and skill become “masculinizing practices”: they are produced within social
practices and physical activity institutions, and they are crucial to adolescent boys’ lives
(Connell, 1987).  Further, muscularity is rigidly linked to the social construction of the
boy’s body, the masculinizing identity process (Kirk et al., 2003).  To disrupt the “gender
order” of physical education classes “gender-relevant” physical education must be
created (Kirk et al., 2003; Wright, 2002).
The racialized body.  Just like the gendered body, the racialized body is a socially
constructed body, produced by historically contingent and specific contexts.  According
to Ahmed (2002), the category of race is not a biological, natural category, but a socially
constructed and historically specific category that produces the “the racial body”.
Harrison, Azzarito, and Burden (in press) argue against treating race as a biological
factor, and assert that the stereotypical view of the African American body as physically
superior and intellectually inferior results from social, historical and political racial
discrimination.  Through the Nigrescence developmental process, African Americans
become “Blacks” and their racial identity formation influences their physical activity
choices.  As Harrison et al. (2002) explain “participation in sport and physical activities
that identify the individuals’ ‘Blackness’ is likely sought out in an effort to completely
immerse themselves in ‘Blackness’” (p. 124).
Similar to the gender identity process (Oliver, 1999), the racialization process
becomes salient through adolescence and influences engagement in physical activity and
African Americans’ health status (Barbee & Little, 1993; Harrison et al., 2002; Pittman,
2003).  Harrison, Lee, and Belcher (1999) provided evidence of racial differences in
adolescents’ choices of engagement in physical activity.  Compared to European
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American boys, African American boys were more influenced by stereotypical views of
African Americans’ physical activities (i.e., football, basketball, track and field) and
African American sports role models in their decisions to engage in physical activity.
According to Pinar (2001) physical activities such as football or basketball also play a
fundamental role in the “hyper-masculinizing” process of African American boys.  While
African American boys are hyper-masculinized through their participation in specific
physical activities (Pinar, 2001), the African American woman is defeminized and
sexualized (Gissandanner, 1996; Maynard, 1994); she becomes the “Cinderella of Sport”
(Cahn, 1994).
Pittman (2003) examined the relationship between culture and physical activity
and advocated for the adoption of an Afrocentric paradigm in pedagogical practices and
physical education curricula.  The Afrocentric paradigm reflects an African-American
worldview of life, an interconnection between the individual and the social which
emphasizes “interdependency, collectivity, spirituality, and affect” (p. 4).  Physical
activity programs, as well as preventative programs, should be more culturally relevant to
African Americans and diverse populations (Harrison et al., 2002; Pittman, 2003).  In
addition, while the Healthy People 2010 (USDHHS, 2000) recommended that Americans
allocate more time to exercise, Pittman (2003) argued that this recommendation does not
take into consideration individuals from low socio-economic classes whose access to
physical activity programs is limited because of lack of resources.
In summary, although several critical theorists have investigated the construction
of the gendered body and its relation to shape, size, muscularity and physical activity, a
void remains in the exploration of embodied issues at the intersection of race and gender
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in the field of physical education.  The purpose of this study is twofold: first I
investigated racial and gender differences of students’ construction of meanings around
the body and its relation to students’ participation in physical education classes.  The
second goal was to examine the relation between Discursive Constructs and students’
favorite or least favorite physical activities in physical education classes.
Specifically, the following questions were addressed:
1) How does the relationship between students’ construction of meanings around the
body and students’ engagement in physical education classes vary in terms of
gender and race?
2) How do students’ rating discursive differ in terms of gender and race?




The participants were 528 students (262 females and 266 males; 183 Blacks, 300
whites) from public high schools in the Southern region of the United States.  Participants
represented diverse economic and ethnic backgrounds.  For participants under the age of
18, parental consent and student assent was obtained.  For those at least 18 years old,
informed consent was obtained.  Permission to conduct this project was obtained from the
school systems and the Institutional Review Board of the University.
Instrumentation
A survey was developed to assess students’ construction of bodily meanings and
sites of discursive constructs.  Relevant literature was reviewed to generate items, and
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specific references for the domains are cited in the subscale description.  To establish the
validity and reliability of these instruments I followed three steps.  First, to check for
clarity of the items I administered the survey to 40 high school students and consulted an
experienced high school English teacher to verify the literacy level.  Students’ comments
and the teacher’s suggestions were used to modify the items of the questionnaires.  After
the survey was modified, I consulted a panel of three knowledgeable professionals with
expertise in different areas: physical education pedagogy and developing surveys for
youth in physical education, African American studies in sport and physical education,
and gender studies.  The modified survey was administered first to 30 students enrolled in
a college physical activity class to check the clarity of the survey.  Second, the instrument
was piloted with a sample of 200 high school students who were not participants in this
study to establish reliability.  Exploratory factor analyses were conducted.
The survey consists of three sections.  The first section includes demographic
information (i.e., age, race, gender, mother’s level of education and father’s occupation)
and a self-report level of engagement in physical education: 1) “I love P.E., I always
participate;” 2) “I like P.E., and I participate often;” 3) “I like P.E., but sometimes I don’t
feel like participating;” 4) “I don’t like P.E., and I rarely participate;” and 5) I hate P.E.,
and I never participate.”  According to Teddlie, Falkowsky, Springfield and Garvue
(1984) mother’s level of education and father’s occupation are reliable indicators of the
individuals’ socioeconomic status.
In the second section, students rate items related to meanings about the body
(Bodily meanings) for their participation in physical education.  The purpose of this
instrument is to assess student construction of meanings around the body in terms of
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appearance, body size and shape (Oliver, 1999, 2001; Kirk et al., 2003), muscularity and
power, and skillfulness (Connell, 1987; Kirk et al., 2003), stereotypical views of the
mind-body dichotomy (Azzarito et al., 2002; Harrison et al., in press), and socialization
in relation to their participation in physical education classes (Azzarito & Ennis, 2003).
The Bodily Meanings instrument consists of 25 items on meanings that influence
students’ engagement in physical education.  Participants responds to two stems: (a)
“Participating in physical education is important to me because…” and (b) “Participating
in physical education is not important to me because….”  The response scale is five-point
likert-like scale: very true, true, sort of true, not really, absolutely not.  Six items referred
specifically to gender; instead of using the phase “the same gender” or “other gender,”
the words “girls”/”boys” were substituted on the forms as appropriate.  For example, on
the girls’ forms the following item read, “Participation in P.E. is not important to me
because it is not appropriate for girls,” but the word “boys” was substituted on that item
for the boys’ forms.  The negative items were reversed scored prior to analysis.  The
Bodily Meanings instrument has five subscales: (a) Appearance: body size and shape (4
items), (b) Lack of skills and prior experiences (7 items), (c) Academics (4 items), (d)
Fun and social (4 items), and (e) Bodily skills, muscularity and power (7 items).  The






It helps me to be slim, cute and in shape.
It helps me lose weight.
It helps me look slim and fit.
If I don’t participate, I’m afraid I’ll get fat.
(Table con’d.)
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(b)  Lack of
ability and prior
experience
I don’t have the appropriate body type.
I don’t have the right body for it.
I’m not naturally skilled.
I’m not very athletic.
I don’t have prior experience or skills.
It was not part of my personal experience (upbringing).
It is not appropriate for girls/boys.
(c)  Academics It doesn’t help me be successful academically.
It doesn’t help me make good grades.
It helps me study.
It will not help me in the future.
(d)  Fun and
social
It is fun, I’m with my friends.
It is fun because I’m with my friends.
I enjoy being active with my friends.
I have fun because I socialize with my friends.
(e)  Bodily skills,
muscularity and
power
I improve my skills.
I can learn more skills.
I can improve my skills.
It makes me feel competitive and aggressive.
I like how powerful, muscular and strong I feel.
It makes me look muscular and toned.
It helps me be strong and assertive.
In the third section, students indicated first in an open-ended format their two
most favorite and two least favorite physical activities.  Then, students explained their
most and least favorite physical activity choices by responding to questions about
Discursive Constructs in physical education (site of discursive practices production) that
may influence their participation in these physical activities.  This instrument was
designed to assess how discursive constructs take concrete forms within practices, that is,
how they are embodied by students and influence their decision to participate in or resist
physical activities in physical education classes (Azzarito et al., 2002; Davies & Harre’,
1990; Penney & Evans, 2002).  The five subscales in this instrument refer to sites of
discursive constructs (aspects of the social context) embodied by students and influential
in their views of most and least favorite physical activities.  The Discursive Constructs
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instrument consists of 26 items and uses a five-point response scale: very true, true, sort
of true, not really, and absolutely not.  Participants responded to two stems: (a) “I like
participating in this physical activity in physical education the most because…” and (b)
“I do not like participating in this physical activity in physical education because.…”
The negative items were reverse scored prior to analysis.  The Discursive Constructs
section has 6 subscales: (a) Outside of physical education (4 items), (b) Skillful body (4
items), (c) Peers’ influence (4 items), (d) Physical education teachers’ influence (4




(a)  Outside of P.E. I do this activity outside of P.E. also.
My parents encourage me to participate in this activity outside of
school also.
I’m more skillful in this activity than in other physical activities.
I have available facilities in my community so I also play outside of
P.E.
(b)  Skillful body I have the right body for it.
I have very good skills.
My friends think I have natural skills.
I learned the skills when I was young.
(c)  Peers’ influence My friends like it too.
I can participate in this physical activity in my neighborhood with my
friends.
My friends (boys and girls) are encouraged to play together.
I like to participate with my friends.
(d)  P.E. teacher’s
influence
My P.E. teacher encourages me to learn the skills.
My P.E. teacher always includes this activity in P.E.
My P.E. teacher taught me the skills.
My P.E. teacher thinks this activity helps me to be healthy and active.
(Table con’d.)
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(e)  Gendered body My friends think this physical activity is not appropriate for girls/boys.
My friends think I don’t have the right body for it.
My P.E. teacher thinks that girls (boys) are more naturally skilled than
boys (girls) in this activity.
My parents think that participating in this physical activity is not
appropriate for boys (girls).
My parents think that girls (boys) are more naturally skilled than boys
(girls) in this activity.
I think this activity is not for boys (girls).
I don’t play with my friends at home.
(f)  Lack of
importance
My P.E. teacher thinks that only athletes can participate in this activity.
My parents think that being active is not as important as academics.
I’m not a skillful athlete.
I’m not with my friends.
Data Collection
The questionnaires were distributed in three public high schools in the Southern
region of the United States.  The survey was administered during regular physical
education classes.  The average time required to complete the survey was about twenty-
five minutes.  The teachers, the researcher, and an assistant researcher managed students’
seating and the researcher administered the survey by explaining how to respond to the
questions.  Students were encouraged to answer truthfully and assured that their
responses were anonymous and would not affect their physical education grades.  The
researcher clearly stated that the teachers did not have access to their responses and
monitored and helped students by answering any questions they had.
Data Analysis
For the data analysis of race as an independent variable, only the groups
representing African Americans and Caucasians were used because of the limited
numbers of Asian American, Hispanic and Other participants.  Data were analyzed by
using several techniques.  First, a series of Chi-square analyses were used to examine the
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gender and race differences in the self-reported levels of physical activity.  There are
three independent variables of interest in this study: gender, race, and level of
engagement.  A multivariate approach with univariate follow-ups was used to analyze
differences on the Bodily Meanings Instrument.  A 2 (gender) x 3 (race) x 3 (level of
engagement) multivariate analysis of variance (MANOVA) was conducted.  The
dependent variables were the five subscales generated from the Bodily Meanings survey
(i.e., Bodily skills: Muscularity and power, Appearance: Body size and shape, Lack of
skills and prior experiences, Fun and social, and Academics).
A second 2 (gender) x 3 (race) x 3 (level of engagement) MANOVA, was used to
analyze differences on the Discursive Constructs Instrument.  The dependent variables
were the six subscales generated from Discursive Constructs, (a) Outside of physical
education, (b) Peers’ influence, (c) Physical education teachers’ influence (d) Skillful
body, (e) Gendered body, and (f) Lack of importance of physical activity.
To examine the relationship between Discursive Constructs and students’ most
and the least favorite physical activities, a multiple regression analysis was used.  The
dependent variable for the regression was generated from participants’ choices of the
most and the least favorite physical activities.  The predictor variables were the scores on
the six subscales of Discursive Constructs.  Specifically, students were asked to identify
their two most favorite and two least favorite physical activities in their physical
education classes.  Students’ responses were recorded and categorized into seven
categories on a continuum from the most feminine activity in category one and the most
masculine activities in category seven.  The specific activities included in each category,
along with the numbers of males and females selecting them, are reported in Table 3. To
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create a dependent variable that reflected the gendered nature of the physical activity
choices, the following formula was used:
Preference=2(Most Favorite Physical Activity)+(Second Favorite Physical Activity)-
(Second Least Favorite Physical Activity)-2(Least Favorite Physical Activity).
Positive or higher scores on this variable indicate a preference toward masculine
activities, while lower or negative scores indicate a preference for feminine physical
activities, as illustrated by the following examples:
1. An individual who selects football as the most favorite physical activity, soccer as
the second favorite, modified games as the second least favorite, and dance as the least
favorite, would be scored as follows:    Preference = 2(7) + 5 – 1 – 2(1) = 15
2. A student who selects dance as the most favorite, volleyball as the second
favorite, weightlifting as the second least favorite, and football as the least favorite,
would be scored as follows:   Preference = 2(1) + 2 – 6 – 2(7) = -16
The stepwise entry method was used.
Table 3

















1  dance, gymnastics, yoga, modified games 64 18 69 20 48 39 36 43
2  volleyball 62 4 43 4 11 19 23 14
   (Table con’d.)
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3  tennis badminton, ping pong, golf bowling, other
racquet sports
25 24 22 36 47 42 36 33
4  track & field, fitness activities, ultimate frisbee,
frisbee-football, rollerblading
16 8 20 17 55 51 62 44
5  soccer, baseball/softball, basketball 58 100 59 77 36 29 46 59
6  wresting, weightlifting 7 24 10 23 13 8 23 18
7  football, hockey 3 54 12 53 9 9 8 13
Results
Physical Education Participation Levels by Gender and Race
Based on their self-reported levels of participation in physical education, students
were categorized into three groups: (a) High participation: individuals who reported that
they love physical education and always participate (n = 203); (b) Moderate participation:
individuals who reported that they like physical education and often participate (n = 161);
and (c) Low participation: those who reported that they do not like physical education
and rarely participate (n = 164).  To examine gender and race differences in self-reported
physical education participation levels, a series of chi-square analyses were employed.
The results of the analyses indicated that the distribution of students in groups varied by
gender [χ2  (2, N = 528, = 49.26, p < . 0001] and by race [χ2  (2, N = 483, = 16.85, p < .
0001].  The observed and expected frequencies for race and gender are reported in Table
4.  The expected frequencies are generated in the chi square analysis based on the
proportion of individuals that would be expected to be in a group or classification if the
groups were equally represented in the sample.
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Table 4






























Total 266 262 183 300
With regard to gender, comparison of the observed frequencies to the expected
frequencies revealed there were proportionally fewer boys in the low participation group
and proportionally more boys in the high participation group, while girls were over-
represented in the low participation group and under-represented in the high participation
group.  Comparison of the observed frequencies to the expected frequencies by race
revealed that Blacks had proportionally more individuals the high participation group and
fewer than expected individuals in the moderate and low participation groups.  Whites
were approximately evenly distributed across the groups.
To more closely examine the self-reported patterns of participation, chi-square
analyses within gender groups were conducted. The distribution of girls in groups did not
vary by race [χ2  (2, N = 239, = 3.93, p < . 141], but the distribution of boys within the
groups was different for Blacks and Whites [χ2  (2, N = 243, = 18.24, p < . 0001].  The
observed and expected frequencies for race within gender are reported in Table 5.
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Table 5






























Total 107 136 76 163
Comparison of the observed and expected frequencies reveals that the distribution of
White and Black girls was equal across the groups, or that they were both races were
equally represented in the participation groups.  This is not true, however, for the boys,
where there were proportionally more Blacks in the high participation group, and
proportionally more White boys in the low participation group.
Bodily Meanings for Students’ Participation in Physical Education
Means and standard deviations for each Bodily Meanings subscale by gender,
race, and physical activity level are reported in Table 6. The MANOVA to examine
group differences among the five Bodily Meanings subscales yielded a significant main
effect for gender [Wilks’ Lambda .933, F = 6.68 (5, 465), p < .001], for race [Wilks’
Lambda .872, F = 13.63 (5, 465), p < .001], and for physical education participation level
[Wilks’ Lambda .753, F = 14.15 (10, 930), p < .001].  The race by gender [Wilks’
Lambda .964, F = 2.53 (5, 465), p < .028] interaction was also significant.
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Table 6











Males 3.73 3.03 4.03 3.92 3.18
 n=266 (.94) (1.05) (.96) (.88) (.87)
Females 3.20 2.70 4.02 3.99 2.86
 n=262 (.92) (.98) (.87) (.90) (.94)
Race
Black 3.92 3.14 4.02 3.95 3.23
n=183 (.82) (.99) (.97) (.91) (.86)
White 3.22 2.72 4.07 3.97 2.92
n=300 (.95) (1.01) (.86) (.86) (.95)
Participation
Level
High 4.02 3.27 4.19 4.24 3.31
n=203 (.79) (1.03) (.98) (.76) (.90)
Moderate 3.49 2.85 4.10 4.01 2.99
n=161 (.81) (.92) (.78) (.79) (.90)
Low 2.77 2.39 3.75 3.55 2.69
n=165 (.84) (.93) (.88) (.98) (.85)











Total 3.47 2.87 4.03 3.95 3.02
N=528 (.96) (1.03) (.91) (.89) (.92)
Cronbach
Alpha
.89 .79 .91 .83 .71
Gender effects.  Means by gender on the bodily meanings scales are presented in Figure
1.  The univariate follow-ups yielded a significant gender effect for muscularity and
power [F = 73.66 (1, 469, p < 0.001], appearance and size [F = 17.88 (1, 469), p < 0.001],













Bodily Meanings by Gender
Race effects.  Means by race on the bodily meanings scales are presented in
Figure 2.  Univariate follow-ups yielded significant race effects for muscularity and
power [F = 39.99 (1, 469, p < 0.001], appearance and size [F = 8.17 (1, 469), p < 0.004],
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and academics [F = 6.01 (1, 469), p < 0.015].  Blacks viewed muscularity and power,
















Bodily Meanings by Race
Physical education participation levels.  Figure 3 is a graph of the means of the
bodily meanings scales by participation levels.  Univariate follow-ups yielded significant
physical education participation levels for all five factors: muscularity and power [F =
61.155 (2, 469), p < 0.001]; appearance and size [F = 14.95 (2, 469), p < 0.001]; lack of
skills and prior experiences [F = 13.94 (2, 469), p < 0.001]; fun and social [F = 27.29 (2,
469), p < 0.001]; and academics [F = 10.46 (2, 469), p < 0.001].  Student-Newman-Keuls
post hoc tests indicate that for muscularity and power, appearance and size, fun and
social, and academics, all groups differed from one another, with the high participation
group rating those meanings higher than the other groups, and the moderate participation
group exceeding the rating of the low group.  For lack of skills and prior experience, the
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high and moderate groups did not differ, but both groups rated this to be more influential














Bodily Meanings by Participation Level
Gender by race interaction.  Univariate follow-ups for gender by race interaction
revealed a significant interaction for three of the five dependent variables: appearance
and size [F = 4.18 (1, 469), p < 0.042]; lack of skills and experience [F = 5.78 (1, 469), p
< 0.017]; and academics [F = 3.86 (1, 469), p < 0.05].  These interactions are graphically












































Gender by Race Interaction for Academics
As the graphs demonstrate, the interaction for appearance and size and lack of skills and
experience represents a pattern indicating that, Black males valued these constructs more
than White males and all females. With regard to academics, White females rated this
construct lower than Black females and all males.
Discursive Constructs  for Students’ Participation in Physical Education
The means and standard deviations for each of the six Discursive Constructs
subscales by gender, race and physical education participation level are reported in Table
7.  The MANOVA used to examine group differences among the six Discursive
Constructs identified in the factor analysis yielded a significant main effect for gender
[Wilks’ Lambda .898, F = 8.82 (6, 465), p < 0.001], race [Wilks’ Lambda .927, F = 6.06
(6, 465), p < 0.001], and  participation level in physical education [Wilks’ Lambda .824,
F = 7.90 (12, 930), p < 0.001]. No interactions were significant.
31
Table 7












Males 3.62 3.64 3.40 3.71 3.67 3.53
 n=266 (.91) (.96) (.97) (.93) (1.08) (1.05)
Females 3.24 3.36 3.30 3.27 4.12 3.74
n=262 (.93) (.84) (.84) (.93) (.84) (.83)
Race
Black 3.66 3.61 3.67 3.71 3.75 3.65
n=183 (.88) (.85) (.79) (.90) (1.05) (1.01)
White 3.31 3.46 3.18 3.38 4.02 3.66
n=300 (.96) (.94) (.93) (.98) (.94) (.92)
Participation
Level
High 3.77 3.83 3.72 3.86 3.86 3.68
n=203 (.82) (.81) (.83) (1.25) (1.08) (1.07)
Moderate 3.46 3.55 3.32 3.51 3.94 3.69
n=161 (.88) (.82) (.85) (.92) (.98) (.87)
Low 2.97 3.03 2.90 3.00 3.88 3.52
n=165 (.95) (.94) (.86) (.96) (.90) (.85)














Total 3.42 3.50 3.34 3.48 3.89 3.64
N=529 (.94) (.92) (.91) (.96) (.99) (.95)
Cronbach
Alpha
.77 .68 .76 .81 .90 .87
Gender effects.    Figure 7 is a bar graph of the mean scores for each Discursive
Constructs subscale by gender.  The univariate follow-ups revealed significant effects for
skillful body [F = 7.25 (1, 470), p < 0.007], the gendered body [F = 29.05 (1, 470), p <
0.001], and lack of importance [F = 8 (1, 470), p < 0.005].  Females rated the skillful
body as a less important discursive construct than boys did, but the gendered body and
























Discursive Constructs by Gender
Race effects.  The mean scores for the six subscales of discursive constructs by
race are represented in Figure 8.  Univariate follow-ups indicated that Whites and Blacks
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differed from each other on the physical education teacher’s influence [F = 17.85 (1,
470), p < 0.001], and on the gendered body [F = 5.25 (1, 470), p < 0.022].  Blacks rated
the physical education teacher’s influence as more important than whites did.
Conversely, Whites ranked the gendered body discursive constructs as more important to


























Discursive Practices by Race
Participation Levels
The means for discursive constructs by physical education participation levels are
illustrated in Figure 9.  The univariate follow-ups yielded a significant participation
levels effects for all six discursive constructs: outside of physical education [F = 24.89 (2,
470), p < 0.001], peers’ influence [F = 23.93 (2, 470), p < 0.001], physical education
teacher’s influence [F = 29.43 (2, 470), p < 0.001], skillful body [F = 33.86 (2, 25.03), p
< 0.001], the gendered body [F = 3.63 (2, 470), p < 0.027], and lack of importance of the
physical activity [F = 3.76 (2, 470), p < 0.024].  Student-Newman-Keuls post hoc tests
indicate that for influences outside of physical education, peers’ influence, physical
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education teachers’ influence, and skillful body, all groups differed from one another,
with the high participation group rating those constructs higher than the other groups, and
the moderate participation group exceeding the ratings of the low group.  For gendered
body and the lack of importance, despite the overall main effect, the participation groups



























Discursive Constructs by Participation Level
Discursive Constructs that Predict Students’ Physical Activity Choice
A multiple regression analysis was conducted to examine how Discursive
Constructs predicted the gendered nature of students’ physical activity choices.  As
described in the method, a preference variable was generated by categorizing students
most and least favorite activities on a continuum from most feminine to most masculine,
and then weighting those choices to create a preference variable, with higher scores
indicating a preference for masculine activities and lower scores reflecting a preference
for feminine activities.  The stepwise entry method was used so that the order in which
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the variables entered the model could be examined.  A summary of the regression model
is reported in Table 8.
Table 8
Stepwise Selection Regression Model Predicting Students’ Physical Activity Choice
Variable B SE B Increase in R2 Adjusted R2 for
the Model
Skillful Body 1.56 .23 .052 .052
Gendered Body -2.24 -.34 .021 .073
Lack of Importance
of Physical Activity
1.71 .24 .018 .091
In the final model, discursive constructs accounted for 9.1% of the variance in physical
activity choices. The skillful body was the first construct to enter the model [F = 24.87 (1,
430), p < 0.001], followed by the gendered body [F = 17.87 (2, 429), p < 0.001], which
entered as a negative predictor.  The lack of importance entered in the final [F = 15.43,
(3, 428), p < .001]. These results suggest that discursive constructs are influential in
producing the choice of feminine and masculine physical activities.
Discussion
Results of this research provide evidence that meanings about the body and
discursive constructs are relevant to students’ participation in physical education classes.
Consistent with data from recent national reports (Healthy People, 2000; 2010), boys
reported higher levels of participation in physical education.  Conversely, girls reported
low levels of participation and interest in physical education.  Although, the limitations of
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the self-report should be acknowledged, in this study boys were more active and liked
physical education classes more than girls did.  These results support the argument that
boys’ identity process is intertwined with their engagement in physical activity and
sports: by developing and displaying masculinity through physical activities (i.e., sports),
they learn how “to become men” (Connell, 1990; Whitson, 1990).  While discriminating
against girls, conventional social norms, discursive practices in physical education and
school sports cultures function to privilege and encourage boys’ participation in sports-
based practices such as the multi-activity sports based physical education curriculum
(Azzarito & Solmon, in press; Ennis, 1999; Wright, 1995).
The relation between students’ bodily meanings and students’ engagement varied
by physical education participation level, gender and race.  Students who reported high
levels of participation in physical education rated bodily meanings and discursive
practices as more influential than students who reported lower levels of engagement.
More specifically, the gender effects demonstrate that boys generally rated bodily
meanings and discursive constructs as more important or influential than girls, and
ultimately were engaged and active in their classes.  Although Oliver’s (2001; 2000;
1999) work suggests that girls are obsessed with ideals of thinness and appearance, in this
study, boys placed greater importance on body size, shape and appearance than girls did.
Indeed other recent research has provided evidence that boys have shown increasing
levels of dissatisfaction with their bodies and concern about their appearance (Leit, Pope,
& Gray, 2000; Pope, Olivardia, Gruber, & Borowiecky, 1999).  In the past twenty years,
boys have been more pressured to perform muscularity and “bigness” by aiming to attain
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cultural ideals of the masculine body (Leit, Pope, & Gray, 2000; Pope, Olivardia, Gruber,
& Borowiecky, 1999).
Kirk et al. (2003) argued that boys display masculinity when engaged in physical
activities.  Building upon other research in the field, this study suggests that boys may be
more involved in physical education than girls precisely because boys view physical
education as important for maintaining or improving their body shape, size and
appearance.  When compared to boys, girls’ lower scores on the Bodily Meanings
subscales suggest they find practices in physical education meaningless to their own
sense of physicality.  Girls resist physical education especially when classes are
constructed in the traditionally male hegemonic space of sports, or when only narrow
choices of “appropriate” or “feminine” physical activities are available to them (Azzarito,
Solmon, & Harrison, 2002).  In this study, girls reported lower levels of participation,
consistent with previous work.
With regard to race, Black boys reported being more active compared to White
boys.  First, as Harrison et al. (2002) maintain, Blacks’ participation in physical
education or sports contexts is meshed with the development of racial identity; by
engaging in physical activities Blacks can express their racial identity.  However, the
Black girls did not differ from the White girls in terms of their self-reported participation
level.  This gender difference in terms of Blacks’ participation pattern in physical
education raises questions about how gender may affect students’ negotiations of racial
identity, and consequently their physical activity choices.  These findings suggest that
Black girls may construct meanings about the body and display a physicality that differs
from Black boys’ meanings and physicality.  Future research should investigate
38
connections between expressions of “Blackness” and expressions of masculinity and
femininity, and therefore how these negotiations might influence Black boys’ and Black
girls’ participation levels in physical education classes and school athletics.
Further, although national reports indicate that Blacks are the least active and the
most at risk for health problems, this study provides evidence that Black boys love and
participate in physical education classes.  While Healthy People 2010 (USDHHS, 2000)
has recommended that all Americans allocate more time to exercise and has defined
Blacks as a “special needs population” (Pittman, 2003), the findings of this study suggest
that barriers to Black males’ maintaining physically active lifestyles may not occur
primarily in schools, but in the community and during adulthood, since young Black men
report being very active and enjoying physical activity within the context of the physical
education classroom.  These data underscore the importance of school physical education
as one of the few available sites for Blacks to be physically active, and the necessity of
expanding those options.  More investigations are needed to understand Blacks’
(especially Black males’) transition from physically active high school students to
inactive adults, and to address the structural barriers–-social, political and economic--that
Blacks may face to staying physically active throughout adulthood.
The race effects revealed Blacks rated bodily meanings such as muscularity,
power, and appearance and size more highly than White students.  The achievement of
muscularity, power and appearance is consistent with the characterization of  “being
cool.” (Harrison et al., 2002).  Muscularity, power and appearance may be linked
especially to Black boys’ expression of hyper-masculinity, “being cool.”  Therefore,
Blacks perform “being cool” by immersing themselves in sports contexts, aiming to
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attain a social success that is viewed as an expression of their racial identity (Harrison et
al., 2002).  This racial issue needs to be addressed by physical education teachers, who
often also coach school athletics, in physical education classes and on sports teams where
racialized discourses that channel Black students into sports are often reproduced
(Harrison et al., in press); otherwise this racialized ideology will continue to reinforce
Black students’ unrealistic hopes and dreams of socioeconomic success through sports
(Harrison et al., 2002).
But this study also reveals how race intersected with gender: interestingly while
Black boys rated appearance and size, and skills and experiences higher than White boys
and all girls did, and Black girls viewed Academics as a more important bodily meaning
than White girls.  Again Blacks’ performance of skills and appearance may be related to
the expression of “being cool,” a performance of male Blackness in opposition to male
Whiteness, or a display of Black hyper-masculinity through sports (Pinar, 2002).  But
because “being cool” is an expression of Black masculinity, Black girls may not identify
themselves with “being cool” or view sports as an avenue for socioeconomic success.
Instead, they may value Academics more than White girls in their participation in
physical education because they view schooling as a primary means for achieving success
in society.  An alternative explanation, similar to Oliver’s (2001; 2000; 1999) findings
that young Black females aimed to attain the ideal feminine body, represented by the
White female body, is that because academic success is seen as representation of
“Whiteness,” Black girls may in fact be valuing Whiteness by valuing academics.  In
fact, in the first stage of racial identity formation, pre-encounter, Blacks value White
lifestyles, models or ideals by internalizing racist dominant cultural messages (Tatum,
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1997).  Further investigations should explore the relation between Black girls’ social
constructions of the body (especially how the body is gendered and racialized) and their
participation in physical activity, especially because they suffer the worst health status
and are the least physically active (USDHHS, 2000).
Another representation of the intersection of race and gender emerges from the
White girls’ devaluation of participation in physical education as a reason to engage.
Black girls, like both Black and White boys, indicated that academics success was a more
important bodily meaning in relation to their engagement in physical education activities
than White girls.  It may be that White girls devalued the bodily meaning that experiences
in physical education could be useful in academics, reflecting a rejection of the gendered
practices around the body evident in physical education classes, consistent with the
findings of Azzarito et al. (2002).
Second, in this study the relation between Discursive Construct and students’
physical activity choices also varied by physical education participation level, gender and
race.  Discursive Constructs represented sites of creation of dominant discourses in
society [and in the physical education class].  Students privileged by these discourses (in
this study, the group “boys”) reported high participation in physical education classes.
Girls, who rated only two discursive constructs higher than boys did --the gendered body
and lack of importance of physical activity--also reported lower participation; this
provides evidence that girls are more pressured to participate in “appropriate,”
“feminine” physical activities, especially if the practices in the physical education
classroom are constructed as “male terrain” (i.e., sports-based curricula).  Girls may
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position themselves and be positioned at the margins of these practices; consequently,
they considered physical education as lacking meaning.
Further for the race effect, because Blacks rated the physical education teacher’s
influence higher than Whites did, this may suggest that Black students viewed physical
education teachers (and coaches) as promoting or reinforcing particular ideas about the
body and race, and channeling Blacks into specific physical activities.  This finding is
consistent with Harrison et al.’s (in press) research: they found that racialized discourses
about the body and physical activity promoted by physical education teachers (and
coaches) in the school culture may influence Blacks’ participation in sports and
reproduce the stereotypical view of Blacks’ physical superiority and intellectual
inferiority.  Whites, in turn, shy away from participating in specific physical activities
when they view them as “Black” terrain (Harrison et al., in press).
Third, data in this study provide evidence that discursive constructs predicted the
gendered nature of girls’ and boys’ favorite or least favorite physical activities.  Students’
physical activity choices in physical education were gendered.  Individuals who rated the
skillful body and the value of an activity as influential discursive constructs, but who
indicated that the gendered body was not an important factor were more likely to prefer
masculine activities.  Conversely, when the gendered body was an influential discursive
construct, while the skillful body and importance of an activity were less influential, the
activity preference was more feminine.  Physical education practices operating through
these discourses reproduced ideals of feminized or masculinized physical activities and
functioned to privilege boys by encouraging their participation in physical education and
reproducing stereotypical images of Black male physical superiority, or hyper-
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masculinity.  Azzarito and Solmon (in press) argue that the traditional physical education
curriculum creates and reproduces gendered practices by maintaining girls and low skill
boys at the margin to these discourses and therefore the most at risk for active and
healthy lifestyles.
In conclusion, young people are concerned about their bodies in term of size,
shape, appearance, muscularity, and expression of the self; their concerns about the body
are created by the complex intersections of culturally dominant discourses of race and
gender, with their own sense of physicality.  As high school girls and boys negotiate
culturally dominant discourses through their identity processes, categories such as gender
and race become crucial to their construction of their bodies and therefore to their
participation in physical education.  To address the complex interactions between young
people’s construction of meanings about the body, perceptions of “appropriate” or
meaningful physical activities, and their physical activity participation choices,
conventional practices in physical education need to be transformative of young people’s
dominant discourses of gender and race.  To increase girls’ and low skilled-boys’
participation in physical activities, the gendered and racialized construction of physical
activities needs to be challenged and reconceptualized in the physical education
classroom (Azzarito & Solmon, in press).
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CHAPTER 3: THE PANOPTICON OF PHYSICAL EDUCATION: FEMININE FIT
BODIES AND MASCULINE MUSCULAR BODIES
Introduction
Recently, there has been a growing social, educational and medical preoccupation
about the body (Evans & Davies, 2004b).  National reports have indicated that young
people are increasingly less active and less healthy [U.S. Department of Health and
Human Services (USDHHS), 1996; U.S. Public Health Service (USPHS), 1991;
USDHHS, 2000; Evans, Rich, & Davies, 2004).  Several physical education researchers
argue that youths’ lack of engagement in physical activity and high rates of health
problems are the results of cultural changes of the past 20 years that have profoundly
shaped youths’ lifestyles and expectations about their bodies (Evans & Davies, 2004;
Kirk, 2004; Tinning & Fitzclarence, 1992).  For example, according to Tinning and
Fitzclarence(1992), these problems may be a reflection of quick changes young people
are facing in an increasingly high-modern Western society.  As they explain, high-
modern society in the Western world
is a stimulating world in which the body (a slim, muscular body) is a dominant
icon of desirability.  It is a world in which physical activity is unproblematically
associated with desirable bodies and a lifestyle consumption, fun, entertainment.
It is a world of images into which physical education is projected (p. 293).
A high-modern society is a world of images, a world of bodily visibility through which
cultural messages about the body are constantly produced, especially through fitness,
health, sports, popular culture and mass-media, and surround and permeate individuals’
lives.
In today’s high-modern society in which marketing of images is a “cultural
imperative” (Tinning & Fitzclarence, 1992), the “body” has become a site of anxiety
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(Evans & Davies, 2004).  Recently, a significant number of physical education
researchers have argued that, in addressing these societal changes, educational concerns
and health and physical activity problems, “the body matters” (Evans, & Davies, 2004;
Evans, Rich, & Davies, 2004; Gard, 2004; Kirk, 2004; Kirk, Holroyd, & Gorely, 2003;
Oliver & Lalik, 2004a; Oliver & Lalik, 2004b; Wright, 2004).  Girls’ and boys’
participation in physical activities in physical education is inextricably linked to
meanings they make around their bodies; young people in physical education classes
construct bodily meanings which merge with conventional ideas produced in society
(Garrett, 2004).
Body shape, size, muscularity, and physicality, for example, are of central
importance to girls and boys (Cohane & Pope, 2000; Grover, Keel, & Mitchell; Oliver,
2000; Oliver & Lalic, 2004a; Kirk et al., 2003).  Physicality is defined as individuals’
experiences of their bodies that shape their body narratives (McDermott, 2000).  Recent
findings in physical education have provided evidence of how young peoples’
construction of the body is gendered, created through physical education practices, and
therefore influential to youths’ physicality and participation in physical activities (Kirk et
al., 2003).  Girls, for example, differently from boys’, tend not to fully explore their
bodily capacities in physical education (Kirk et al., 2003); and they resist physical
education when the learning environments are constructed within hegemonic masculine
forms (Azzarito, Solmon, & Harrison, 2002).
Yet, national reports indicate that youths’ level of participation in physical
activity differs not only by gender, but also by race: although compared to boys, girls
participation in physical activity is lower, overall Blacks are less active than Whites and
45
have more health problems.  Black girls are the least active and most likely to be
unhealthy (USDHHS, 1996; 2000; USPHS, 1991).  These disparities are the result of
racial and gender structural power relations stratified in society (Azzarito & Solmon, in
press). The body as a socially constructed entity is a contested site of political, cultural
forces where gendered and racialized dominant discourses intersect, influencing
individuals’ participation in or resistance to physical activity (Azzarito & Solmon, in
press; Azzarito et al., 2002).  According to contemporary physical education researchers
(Evans, & Davies, 2004a, 2004b; Evans et al., 2004; Gard, 2004; Kirk, 2004; Oliver &
Lalik, 2004a; Oliver & Lalik, 2004b; Wright, 2004), continuing the work on
understanding the social construction of the body in relation to physical activity is crucial
to address today’s health issues among youth.
The Shift from the “Modern Body” to the Social Construction of the Body
If a century ago, Western doctors, biologists, educators, and psychologists
proclaimed the triumph of the “modern body,” a biological entity, the entrance to the 21st
century marks a theoretical shift in understanding the human body also as a socially
constructed and historically contingent body.  The development over the past two
decades of contemporary theoretical standpoints such as post-structuralism and post-
modernism in a variety of fields (including sociology, history, and education) has marked
a theoretical shift away from fixed universal features of modernity and the human body
(Bordo, 1990; Cole, 1994; Fraser & Nicholson, 1990; Weedon, 1997). This latter
perspective has become a useful theoretical tool in the field of physical education for
examining youths’ construction of the body in relation to health and lifestyles issues
(Evans & Davies, 2004a; Kirk, 2004; Wright, 2004).
46
Recently, a significant number of academics have investigated and challenged
modern assumptions about the body, including knowledge and beliefs in the universal
principles through which bodies are defined, such as sex, sexuality, race, and ability
(Bordo, 1995; Bordo, 1993a; Bordo, 1993b; Cole, 1998; DiStefano, 1990; Pronger, 1998;
Lafrance, 1998; Weedon, 1997).  These researchers have suggested that in the modern
period, natural scientists’ view of the body as a biological and fixed entity contributed to
the creation of “absolute truth” or “meta-narratives” which hierarchically categorize
bodies and locate them in binary opposition to one another:  man/woman, heterosexual/
homosexual, White/other, normal/pathological, good/evil, superior/inferior (Ahmed,
2002; Bordo, 1990; Cole, 1998; Pronger, 1998; Malson, 1998). For example, 19th century
scientific “absolute truth” sustaining that skin color was a “natural”, fixed categorical
difference pathologized the “Black body”, and subordinated it to the normal and superior
“White body” (Ahmed, 2002).  As Ahmed (2002) writes, by objectively situating race as
a category of natural skin difference and gender as a category of natural sex difference,
scientific knowledge has been crucial to the creation of White male superiority.
Historically, in the realm of physical education and sports, scientific meta-
narratives (“absolute truths”) have produced racialized and gendered dominant discourses
which have impacted individuals’ participation in physical activity (Azzarito, Munro &
Solmon, in press; Cahn, 1994; Kasson, 2001; Vertinsky, 1994).  For example, at the turn
of the 20th century the naturalized, fixed categories of womanhood and manhood
conceptualizing the woman’s body as inferior to the man’s body discouraged women’s
participation in sports, and circumscribed their participation to specific “feminine”
physical activities (i.e., gardening, homely gymnastics, walking).  Conversely, beliefs
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about manhood, channeled (White) boys into vigorous, muscle-strengthening sports and
activities intended to both display and improve/insure the “superiority” of the White
Anglo-Saxon race (Whitson, 1990).  In modern discourses of physical activity and the
performance of womanhood and manhood, the woman and Black man were excluded and
subordinated (Cahn, 1994; Kasson, 2001).
A century later, the body has become crucial to contemporary academics’
conversations; understanding how “absolute truths” about the body have created
discrimination has been crucial for social and political change.  Post-structuralist and
post-modernist theorists provide the field of physical education with useful theoretical
tools for addressing health and physical activity issues by viewing knowledge and beliefs
about the body as fluid, contested, subject to changes, and historically contingent (Kirk,
2004; Wright, 2004; Evans & Davies, 2004a; 2004b).  Exploring the meanings that young
people create around the body can help physical education researchers and teachers to
transform physical education curriculum to become more connected and meaningful to
today’s youth.
Physical Education and “The Politics of the Body”: A Theoretical Framework
…this commitment to cultural constructionism has gone far beyond notions that the
biological body never presents itself to us as in innocent or “natural” form but is always
historically and politically inscribed and shaped (a position I adhere to), to the much
more radical position that the very notion of the biological body is itself a fiction (Bordo,
1993a, p. 288).
The “politics of the body” – the exploration of the body as a cultural constructed
reality subject to historical specificity-- is a one of the main political projects of third
wave feminism, (Bordo, 1993a; Cole, 1994; Malson, 1998; Nicholson, 1990; Weedon,
1997).  This third wave feminist project responds to critiques of essentialist feminist
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philosophical assumptions of the 1960’s and 1970’s, and extends post-structuralism and
post-modernism’s analyses of the power/truth/knowledge relation (Nicholson, 1990;
Weedon, 1997).  This perspective rejects essentialist and universal discourses by
theorizing and legitimating human beings’ different, ambivalent and multiplicitous ways,
their “postmodern bodies” (Cole, 1998; Pronger, 1998).  The “politics of the body”
deconstructs and subverts fixed binary “truths” about the body that have often resulted in
ideologies of “natural” or scientific categories of inferiority and superiority.  First, the
politics of the body rejects essentialist notions of gender, race and sexuality and
reconceptualizes them as fluid, inconsistent and conflictual categories (Malson, 1998;
Nicholson, 1990; Weedon, 1997).  Second, because third wave feminism views the
philosophical assumptions of modernity as equating science with objectivity and truth
and as rooted in androcentric, Western thought, the body becomes a site of political
struggle (Bordo, 1993a; Nicholson, 1990; Weedon, 1997).  Therefore, this philosophical
framework examines the influence of “absolute truth” on the ontological categories of
beauty, gender, sex/sexuality and race, embedded in society through media, popular
culture, and schooling, and deconstructs and destabilizes them to recognize multiplicitous
identities (Nicholson, 1990).
Theoretical assumptions for this study neither reject the notion of body as a
biological phenomenon, nor accept the modern nature/culture duality (Bordo, 1993a).
Although I recognize the human body as a complex biological and cultural entity, by
using third wave feminist theoretical approaches (feminism /post-structuralism and
feminism/post-modernism), it is the focus of this research to explore the human body as a
culturally and historically constructed entity in relation to physical activity.  Extending
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the “politics of the body” to youths’ construction of the body in relation to physical
activity in physical education may be useful for understanding how to transform physical
education curriculum.
The Panopticon of physical education.  Because both feminism/post-structuralism
and feminism/post-modernism draw from the work of prominent philosopher Michel
Foucault, their theoretical assumptions and political goals are similar and often
interchangeable (Nicholson, 1990; Weedon, 1997; Wright, 2004).  Both perspectives
borrow from Foucault’s theorization of the relation between the body and the production
of power/knowledge, and both perspectives explore how power is produced in society
and functions to normalize and regulate individual bodies through dominant discourses.
Foucault argues that power is not repressive, but generative, multiplicitous, and produced
in capillary forms throughout a society.  Power circulates through discourses and the
interplay of power and knowledge regulate and discipline the body, through the
production of dominant fields of knowledge (i.e., according to Foucault, these are the
fields of medicine, science, and justice), the institutionalization of “absolute truth,” and
the normalizing processes of the body.  Discourses are embodied by individuals’ ways of
thinking, being, acting and making decisions in everyday life.
The concept of the body, therefore, is central to Foucault’s analysis of discourses
and the power/knowledge relation because power produces knowledge and penetrates the
body.  The meta-narratives created by the interplay of power/knowledge through
discourses and social practices have “real effects” by legitimating specific forms of
authority about reality and the body and by constructing desirable bodies (Malson, 1998).
The body, inscribed by dominant discourse, is idealized and becomes a site of personal,
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cultural and economic desire.  For example, dominant discourses of fitness, health and
sports are institutionalized in schools and function as sites of regulation to “normalize the
body” by promoting the gendered body: ideals of the feminine body are associated with
thinness (Wright, 2004), and ideals of masculinity are linked to muscularity and strength
(Connell, 1990; Martino & Pallota-Chiarolli, 2003).
According to physical education researchers, contemporary Western discourses of
fitness, health and sports create ideals of bodily perfection and happiness (Wright, 2004).
In today’s western culture, the “slender body” (Bordo, 1993a) is the desired and valued
female body.  In their recent research on the “beauty walk” in a predominantly Black
school, Oliver and Lalik (2004) found that the “ideal feminine body” is not only a
“slender body”, but also a “White body.”  Researchers in education and physical
education have similarly theorized that muscularity and power are attributes of a the
desirable and valuable body, but the racial features of the “ideal masculine body” are
unclear.  However, according to Pinar (2002), because of the crisis of “White
masculinity,” the Black body represented as a hyper-muscular body, is desired and valued
by White men.
“Ideals of bodily perfection” are promoted and embodied by individuals through
power relations and the “economy of visibility” (Malson, 1998).  Malson defines the
“economy of visibility” as “a normalized gaze, a surveillance that makes it possible to
qualify, to classify and to punish” (Malson, 1998, p. 172).   Malson’s work draws on
Foucault’s theorization of power as a fluid, generative and penetrative force deployed
through discourses and institutions such as schools, churches, mass media, and prisons,
which function as disciplinary regimes that normalize the body.  Foucault’s (1980)
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historical study explaining the principle of the “Panopticon,” a system of surveillance
first introduced into European prisons in the 18th century, identifies and excavates
institutional mechanisms of control of the body.  Foucault (1980) uses this general
principle of “Panopticism” to explain how power disciplines bodies through the gaze, or
the visibility of the body in relation to power/knowledge production around that body.
The “Panopticon” refers to an architectural plan for a British prison designed by Jeremy
Bentham in the 1780’s which, according to Foucault, represents the root of modern
mechanisms of power over the body.  The principle of the Panopticon was efficient
surveillance and control: the outer walls were stacked with cells separating prisoners
from each other but open to the center of the structure, where, from an observation tower,
guards or observers could watch the prisoners.  By flooding the cells with light or by
drawing blinds over the tower windows, an inmate would never be able to see when he
was being watched, but he knew that at any time he might be watched (economy of
visibility).  The ultimate effect of this mechanism is the internalization of disciplinary
regimes of the body and therefore the constitution of personal identity (Foucault, 1980).
According to Foucault (1980), the principle of panopticism, therefore, is a
disciplinary technique that works not only through institutions, but also through the
individual’s constant surveillance of himself/herself, the normalizing gaze of the body in
the individuals’ everyday habits and lives.  For example, in physical education the
principle of Panopticon takes concrete form through the school culture that may promote
gendered and racialized “ideal bodies.”  Practices that serve to discipline and normalize
the body such as the promotion of specific sports or fitness practices in physical
education and related school sports activities, create “ideal bodies,” a hierarchy of bodies
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(high status and low status) at the intersection of gender, race and social class.
Understood through the principle of the Panopticon, women’s and men’s bodies police
and discipline themselves to achieve or maintain a specific shape, size and muscularity to
perform ideals of masculinity and/or ideals of femininity.  Bodies that deviate from the
gender boundaries of size and muscularity become “transgressive bodies” (Cole, 1998;
Pronger, 1998) or “borderland bodies” (Martino & Pallotta-Chiaroli, 2003).  For
example, the “excessive” muscularity of a female body-builder makes her performance of
femininity transgressive since her body deviates from the gender canon (Cole, 1998).
Exercise of power relations operates within gendered normative regimes which
function to maintain a gender order and limit “gender trouble”.  The philosopher Judith
Butler writes that a “compulsory order of gender/sex” (heterosexuality) has the social
effect of stabilizing the masculine and feminine body.  According to her theory of
performativity, it is the construction of “natural sexual binary” that creates a gender order
in society.  Under the condition of normative heterosexuality, individuals perform
masculinity and femininity by policing and normalizing their gendered bodies.
According to Clark (2004), physical education practices are sites of “sexual
naturalization” and therefore gender/sex regulation and representation.  By performing
“normal” masculinity and femininity in opposition to “abnormal” gender performance
(homosexuality), girls’ and boys’ identities are constructed within a heterosexual matrix.
Power functions in capillary forms, through the principle of the Panopticon, but
according to Foucault (1980), where there is power there is resistance.  Culturally
dominant discourses created by the power/knowledge relation are institutionalized and
embodied by individuals, but sites of multiple power also produce sites of resistance.
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Although power relations are maintained by institutions, power relations are also
transformed, challenged and subverted by individuals’ resistance.  Third wave feminists
extend Foucault’s analysis of power and resistance by acknowledging the role of human
agency in negotiation power/ knowledge discourses produced and institutionalized in
society (Munro, 1998; Ropers-Huilman, 1998; Weedon, 1997).  As non-unitary subjects,
individuals position themselves within dominant discourses in conflictual, fluid,
contradictory ways.  Individuals are not simply passive victims of these discourses, but
participate or resist dominant discourses by negotiating power relations.  In resisting
dominant discourses, individuals reject them and destabilize or subvert “absolute truth”
(Weedon, 1997).
Young peoples’ making sense of their bodies is inextricably linked to gendered
discourses of appearance, size, shape and muscularity.  Through the “technology of the
self,” they engage in or resist practices in physical education that will allow them to
achieve the “ideal feminine” or “masculine body.”  The notion of “technology of the self”
is useful in physical education because it allows us to identify dominant discourses of the
body related to girls’ and boys’ ideals of perfection and happiness (Wright, 2004).  The
technologies of the self in the physical education classroom include curriculum and
pedagogical practices, and their connection to students’ self-policing, self-decipherment
and peer surveillance of the body.  According to Martino and Pallotta-Chiaroli (2003)
boys perform and police their masculinities within the panopticon of the school (sports
practices in school) through regimes of self-surveillance with the goal of performing a
desirable, non- transgressive masculinity (Martino & Pallotta-Chiaroli, 2003).
Foucault (1980) describing the complex phenomena of power on the body, wrote
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Mastery and awareness of one’s own body can be acquired only through the effect
of an investment of power in the body: gymnastics, exercises, muscle-building,
nudism, glorification of the body beautiful.  All of this belongs to the pathway
leading to the desire of one’s own body, by way of the insistent, persistent,
meticulous work on the bodies of children or soldiers, the healthy bodies (p. 56).
The exercise of power is disciplinary, in this case, the subject disciplines the body
to regulative systems of the beautiful body; but at the same time, power invested on the
same body reproduces its forces in other ways.  “Bodies can never be totally once and for
all subjected to any inscription: they articulate and sustain a multiplicity of often
conflicted meanings” Malson, (1998; p. 167) clearly explained.  In our era of “high
modernity” the body may be disciplined by health, fitness, sports popular magazines and
mass-media, but it is also energized in its negotiations of power relations (Kirk, 2004).
Bordo (1993a) provides a clear example of the multiple meanings through which the
function of power over the body is not only repressive, but also liberating: a woman who
starts a fitness program aiming to achieve the “ideal feminine body,” a more stylish and
slender body, is disciplined by the powerful influence of the mass-media discourse of the
ideal body, but she can also be empowered by the discovery of the benefits of exercise
and a new look.
In summary, the knowledge/power relation produces dominant discourses about
the body, especially in a high-modern society in which the marketing of images creates
high visibility of the body.  Through the Panopticon, individuals self-decipher and self-
police their bodies to conform to dominant discourses about the body and therefore
engage in physical activity practices that will help them attain the desirable body; or
disengage in practices when they resist dominant discourses about the body.  How these
processes occur in physical education contexts and the ways students negotiate these
55
discourses by resisting or engaging in physical activities are not well understood.
Therefore, the purpose of this study was to explore students’ construction of meanings
about the ideal body as represented in popular magazines (fitness, sports and fashion
magazines), and to examine the connection of students’ meanings about the ideal body to
their bodies and participation in practices in physical education classes.  Specifically, this
research addressed the following questions: (1)  What bodily meanings did students
construct about the ideal body? (2)  How did these bodily meanings differ in terms of
race?  (3)  How did students negotiate meanings about the ideal body in relation to their
bodies; and (4)  How did these meanings about their bodies connect to their participation
in physical education practices?
Method
To address the research questions, I employed a qualitative ethnographic research
design.  Qualitative methods allow the researcher to study in greater depth and detail
issues within specific settings presented in this research project (Patton, 1990).
Ethnographic research focuses on exploring the participants’ culture to disclose people’s
behavioral patterns and beliefs as they occur naturally in specific settings (Patton, 1990).
The ethnographic design is a process of studying human life, individuals’ interactions,
and people’s cultural meanings within specific real-world settings.  With ethnography,
the researcher aims to portray the participants’ world views on the topic of the
investigation, by revealing the participants’ constructs, beliefs, and actions embedded in
the research setting (LeCompte & Preissle, 1993).
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Participants
Participants in this study were three high school physical education teachers and
students in four physical education classes.  Twenty-eight students from each class were
selected for interviews.  The selection procedure of the 28 students was based on the
following criteria: (a) student’s representative of gender and ethnic diversity of the
classes observed; (b) student’s diversity in terms of skill level; (c) student’s level of
engagement recorded during the field notes and participation on an athletic team outside
of school; and (d) student’s body size.
The settings were two public high schools, Walters High School and Molson High
School, located in the Southeastern region of the United States.  The student population
of Walters High is predominantly White, and the student population of Molson High is
approximately 50% White and 50% Black.  From Walters High School, 14 students from
two 9th grade coeducational physical education classes both taught by Ms. Leslie (a
White female) were selected for formal interviews: seven students were selected from
one class (three White boys, two White girls and two Black girls), and seven additional
students (three White boys, one Black girl and three White girls) were selected from the
second class.  The curriculum at Walters High was fitness-based and practices centered
on cardiovascular exercise (i.e., running, walking, calisthenics, biking, and fitness drills
like the shuttle run, etc.).  From Molson High School, 14 students from two single sex
physical education classes were selected for formal interviews: seven boys (four White
boys and three Black boys) from the boys’ class and seven girls (three White girls and
four Black girls) from the girls’ class.  Ms. Angie taught the girls’ class (White female),
while the instructor of the boys’ class was Mr. Ken (White male).  In this school, the
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curriculum for the girls’ class focused on fitness activities (i.e., running, walking,
calisthenics, and fitness drills like the shuttle run, the ladder drill etc.); differently from
the girls’ class, the boys’ physical education practices were sports-based (i.e., football,
basketball, soccer, track) with the inclusion of weight training.  Permission to conduct
this research was obtained from the school district, and informed consent was obtained
from teachers and students, and the parents of students under the age of 18.  The names
of all the schools and participants in this study are pseudonyms.
Data Collection
I collected multiple data sources: field notes from an observational period of ten
weeks, instructional materials, and formal and informal interviews with student and
teacher participants.  Informal interviews with teachers and students took place at the end
of class and they were not recorded.  Although the researcher’s participation may vary on
a continuum between full immersion and spectator, in this study I entered the setting as a
nonparticipant observer (LeCompte & Preissle, 1993; Patton, 1990).  During the
observational period, I assumed an outsider role by sitting in a corner of the setting
observed and by not interrupting the classes.  I used a notebook for writing field notes.  I
answered students’ questions, especially when I first entered the research setting, by
carefully providing general explanations of my presence and attempting to limit
interruption of the natural occurrence of situations (Rossman & Rallis, 1998).  I assumed
a covert role by providing a broad, general explanation to the participants (teachers and
students) about my presence in the setting and I did not disclose the specific focus of my
research.
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At the end of the observational period, I conducted a formal interview with each
teacher and 28 selected students.  The formal interview questions were organized with a
standardized open-ended interview protocol (Patton, 1990).  This specific protocol
allowed the researcher flexibility for probing questions to obtain more in depth and
comprehensive data.  I provided a sample of questions to the teacher in advance to allow
them to carefully reflect on the questions.  Formal interviews centered on students’
constructions of meanings about the ideal body for girls and boys, and students’ views of
physical education practices in relation the construction of meanings about their bodies.
Students were welcomed into a quiet room, where I introduced myself and the project in
general to students.  Students were asked general questions about their lifestyles in
relation to physical activity, asked to describe their participation levels in physical
education, and to identify their favorite or least favorite physical activities in physical
education.  Next, students were asked to comment on the topic of the ideal body and
asked if a specific body was needed to be physically active.  Then, a portfolio of pictures,
described in Table 1, was shown to the students.  They were asked to select pictures they
viewed as “ideal” and to comment on meanings about their own bodies in relation to
pictures and physical education practices.  These pictures were taken from fitness, health,
and sports magazines, and showed individuals of different body sizes, muscularity,
genders and races engaged in a variety of physical activities.  During their interviews,
students were shown the pictures included in Table 1, and asked to select pictures they
viewed as “ideal” and to comment on meanings about their own bodies in relation to
pictures in Table 1 and physical education practices.  These pictures described in Table 1
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are taken from fitness, health, and sports magazines, and show individuals of different





1 Posed White cheerleader wearing tight short skirt and top exposing cleavage
2 Thin White girl posing in pink gym clothes
3 White swimmer
4 Collage of two pictures of the same muscular, toned but slim Black athlete posing
with weights, and in the second picture wearing a bikini
5 Collage of two pictures: One picture shows four thin Black models; second
picture shows a large Black model
6 Black women of different sizes engaged in yoga and fitness activities
7 A college women’s basketball team: four White women and four Black women
8 Toned White woman in a sports bra and running tights stretching
9 White woman soccer player
10 Collage of three pictures: One Black woman runner (Marion Jones), one Asian
woman with weights and one White woman with weights
11 Two White women engaged in fitness exercises. One of the two is toned and has
muscle definition
12 Black woman engaged in fitness exercise (weights and stretching)
13 Collage of three White professional tennis players
14 White golf player
15 Posed Black cheerleader wearing halter top exposing cleavage
16 Two very slim Black long distance runners
17 Two White women and one Asian woman engaged in fitness exercises
18 Two White women and one Black woman body builders, very muscular
19 Two slender White women running in the woods
20 Two Black women tennis players (Serena and Venus Williams)
21 Collage of four pictures of Black women college basketball players during games
22 Very slim Black girl golfer
23 Black and White women of different sizes posing in black underwear
Male Pictures
1 Black baseball player in the middle of a pitch (Pedro Martinez)
2 Slim White man with a t-shirt and shorts engaged in stretching and calisthenics
3 Two Black young men and two White young men, slim and toned, posed wearing
only jeans
4 Two pictures of a Black man engaged in yoga
(Table con’d.)
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5 Collage of pictures: Black Olympic runners; Muscular slim White runner with
shorts, and the heavyset runner (from 19)
6 Collage of two pictures: White man playing golf in the first, and Black man with
a Black kid playing golf
7 Asian, White and Black men, very muscular body builders
8 White muscular man wearing only shorts engaged in weights and stretching
9 Muscular, toned man wearing only shorts engaged in three different physical
activities: running in the water, biking and jumping rope
10 Black and White large sized college football players
11 Black and White large sized college football players
12 White college football player
13 Four White professional tennis players engaged in forceful shots
14 Collage of six pictures of college basketball players (four Blacks and two Whites)
15 Two professional basketball players dunking the basketball
16 Collage of three White professional soccer players
17 Three large sized Black college football players
18 Three large sized White men in bathing suits
19 Heavyset man running in a race
Similar to Patton (1990), Rossman and Rallis (1998) identify the standardized
open-ended question as an interview approach with pre-figured and fixed questions.  But
this approach also allows the participant to respond freely and allows the researcher to
use follow-up questions that can explore the topic of the research in greater depth and
therefore provide more accurate data.  Follow up questions focused on exploring the
participants’ meanings of their experiences with concrete examples.  Teachers were
interviewed based on their availability, and in a quiet place where they felt comfortable.
Students were interviewed individually in a quiet room at school during their physical
education class time.  The formal interview lasted approximately 30 to 45 min for the
teachers and 20-30 min for the students.
Data Analysis
Data were analyzed through a process of systematic organization and coding of all
the data gathered from different sources (i.e., field notes, instructional materials, informal
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interviews, formal interviews) (LeCompte & Preissle, 1993; Patton, 1990; Rossman &
Rallis, 1998; Strauss & Corbin, 1996).  The analysis procedure was conducted in three
phases, and qualitative techniques were adopted to enhance the reliability and
trustworthiness of the research.
Based on the research questions and the theoretical framework, the first coding
procedure consisted of examining all of the data accurately and specifically by employing
a primary inductive analysis and content analysis (Patton, 1990).  This first inductive and
content analysis is defined as a microanalysis: the researcher “listens closely to what the
interviewees [and other data sources] are saying and how they are saying it” (Strauss &
Corbin, 1996, p. 65).  Therefore, I classified the data into categories by using constant
comparison of differences and similarities of the properties of the data.
After the microanalysis technique, I conducted a member check and used a
multiple analyst technique to check the first categorization process.  The member check
was conducted with both teachers and students by providing a transcript of the formal
interview.  A member check with each teacher and student allows the researcher to check
the categorization procedure and the perspective of the data gathered from the formal
interviews.  By using a multiple analysts technique, the categorization process and
credibility of the data were checked by knowledgeable professionals in the field of
physical education with qualitative research experience.  The transcripts were shared with
colleagues, and in particular, all of the Black students’ transcripts were read and
commented on by an expert in the study of Blacks’ racial identity development in the
realm of physical education and sports.  All colleagues’ comments were taken into
consideration for the student member check.  The multiple analyst technique was useful
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for providing multiple perspectives on the data by limiting the researcher’s bias in coding
and in the interpretation of data (Patton, 1990).
Subsequently, a second level of analysis was conducted (Rossman & Rallis, 1998;
Patton, 1990).  Teachers’ and students’ comments and responses and the suggestions of
the multiple analysts were into account to make changes in the categorization process.  In
this second analysis, I used a deductive and inductive dynamical reasoning approach to
generate conceptual categories and emerging themes.  The coding procedure was
conducted with the NUD*IST qualitative program to organize and reduce the data
collected.  Further, I looked for themes emerging from the categorized data and conduct a
theory building process to interpret the findings (Strauss & Corbin, 1998).
Finally, to enhance the reliability and trustworthiness of the data, three types of
triangulation of data approaches and a reflexivity approach were adopted.  The first
triangulation of data was a cross-checking of the data sources: I checked for consistency
of the data by viewing and triangulating the data from different sources (i.e., field notes,
formal interviews, instructional materials).  Second, I used the multiple analysts
technique and third, a member check (Patton, 1990; Rossman & Rallis, 1998), as
explained above.  Finally, to ensure the reliability of the researcher, reflexivity was
included.  I reflected on my personal experience in relation to the research topic and
settings, and how my personal experience may have influenced my research and
interpretation of the results (Rossman & Rallis, 1998).
Results
Despite demographic differences between the two schools in which this study was
conducted, the following results are themes that emerged across all students’ interviews
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and practices observed in the four physical education classes.  Three themes emerged
from the data: first, students constructed meanings about the girl's ideal body that
centered on conceptions of slenderness, appearance and fashion; and in opposition to
these meanings, students' construction of the boy's ideal body was conceived as muscular,
strong, powerful, and athletic.  Second, in general while students claimed to be "color
blind,” their choices of ideal bodies resulted as racialized.  Only four students, especially
in regard to the girl's ideal body, were willing to discuss racial differences about the ideal
body.  Third, students re-constructed meanings about their bodies by linking these
meanings to the "ideal" feminine and masculine bodies and physical education practices.
They negotiated their participation in physical education when these practices were
supportive of their re-construction of meanings about their bodies, and disengaged when
the practices collapsed with these meanings.
Ideal Bodies: A Relational Analysis
Skinny, very slim, “…not muscular and not too unmuscular..”: The “Cheerleader
body” and the “Fit body.”  Students constructed meanings about the girl’s ideal body by
describing it as a skinny, thin, slim, skilless and small sized body.  These bodily features
represented important characteristics of the ideal “feminine body”.  A narrow choice of
pictures was identified as representative of the ideal body for girls.  According to the
students interviewed, the pictures corresponding to the female ideal body featured women
with the “perfect body” who also symbolized high status femininity in the high school
culture (“skinny,” “sexy,” “fashionable,” “fit,” “beautiful” and “popular”).  Specifically,
girls and boys referred to the “cheerleader” and the “fit body” as representative of the
feminine physicality which they aspire to embody and display.  Girls and boys linked
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feminine features such as a skinny and slim shape, or an “almost anorexic” size to having
a “fit body” and to representing high status physicality for girls.  For example, Adrienne’s
(White girl) explanation of the ideal body and its status was clearly articulated in this
conversation:
Well, I know it’s the everyday thing that people think is, these skinny, very slim
girls, to where they almost look anorexic.  And a lot of people say, ‘Oh, look at
her, she is so beautiful!  I want to be like that.’  And everybody sees these
supermodels and actresses on TV, and they get, like they [the models/actresses]
are always on these diet commercials saying that you should be slim; so they
[girls] go out and they try to do that, to where they push themselves to where they
have this--to where they have an eating disorder or something like that.
Interviewer: “Ok, so do you see any pictures that you think represent the ideal
body type for girls?”
Adrienne: “The first one that I saw, the cheerleader.”
Interviewer: “Number one, could you tell me why?”
Adrienne: I know a lot of girls can look at her and say, ‘Oh my gosh!!!  Look at
her, she could probably do anything! I want to be like her because she is so
skinny, and I know that boys will always go after her, and I should be like that so
I can get all the boys after me.
As Adrienne pointed out, the bodily virtues of the woman of the 21st century are
“slenderness” and “thinness”.  In fact, the “slender body” is representative of the
contemporary notion of femininity (Bordo, 1993a).  Adrienne’s assertion “…She (the
cheerleader) could do anything…” reflects the connection she makes between pursuit of
bodily ideals (weight and appearance) and the attainment of other aims.  As Wright
(2004) explained, these features of the female body are linked to ideals of happiness.
Culturally powerful discourses of the female/feminine body and small body size (through
dieting), and are created and made visible through the “marketing of images” which are a
“cultural imperative” in Western high-modern society (Tinning & Fitzclarence, 1992).
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Girls’ “gaze“ activates the economy of visibility (Malson, 1998) that functions to classify
and police their bodies and themselves.  Adrienne’s exclamation “Oh my gosh!!!  Look at
her…” is an exemplification of the activation of the gaze through which girls classify
each others’ bodies.
Similar to Adrienne’s view of the girl’s ideal body, Mike (White boy) added
For sure, girls want to try to get skinny as they can…that is how they want to be,
like almost anorexic girls.  I see almost anorexic girls looking like -- you know,
they say, “I need to lose weight.”  They are crazy…I guess they think they are fat
all the time.
Mike reiterated this point throughout his interview: in conversations about girls and their
peers, size and weight are of real concern; for girls reducing their size seems to be their
most important aim in achieving the ideal body.  According to Grover, Keel, and Mitchell
(2003), because of the Western cultural idealization of thinness and dieting, women are at
increased for eating disorders.  They further suggest that because women constantly self-
evaluate their bodies, a woman’s size can be of central importance to her identity.
Ironically, the desire to achieve the “feminine body,” a very thin almost invisible body, is
empowering for girls, a way to achieve high status and value (Rich et al., 2004).
For the girls and boys interviewed in this study, the high status, valuable female
body is represented through the “American icon,” the cheerleader (Adams & Bettis,
2003).  Ideals of femininity are not only displayed by her body size, but also by her
shape, appearance and popularity.  A very significant number of girls and boys (21 out of
28) identified the cheerleader as the ideal body for girls.  In fact, according Adams and
Bettis (2003), in American schools “cheerleading still remains one of the highest-status
activities for girls” (p. 5).  For example, Helen (White girl) explained why the
cheerleader meets the requirements for the ideal female body: “Number one [the
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cheerleader is the ideal figure] because she is about the size a person would like to look
like for any kind of girl.  She is skinny, but not too skinny with big breasts.”  Similar to
Helen, Ashley (Black girl) identified the cheerleader as the ideal figure: “the cheerleader
[has the ideal body]…because she’s toned and she is perfect, she is slim -- yeah the body,
the legs, the breasts.”  Although, Adams and Bettis (2003), in their research, suggest that
the cheerleader remains an ambiguous cultural icon among Americans, girls and boys
firmly viewed the picture of the White cheerleader as a high-status, highly desirable body
for girls.
The ambivalence of the Cheerleader resides with the multiple and contradictory
meanings that the “American icon” represents.  Contrary to sports practices at the turn of
the century when cheerleading was an exclusively a male sport, today, cheerleading is
almost exclusively a female practice.  Today, for instance, the cheerleader may represent
the “sex object,” at the same time she represents “Girl Power,” a cultural movement of
the 1990’s, in which girls appear fit, confident and athletic.  As a sport, cheerleading
requires physical prowess and athleticism, but cheerleading also literally presents the
female body for evaluation and approval, makes her a symbol of desire (Adams & Bettis,
2003).  Within the discourse of girlhood/womanhood cheerleaders are also viewed in
opposition to the football player, a symbol of boyhood/manhood, representing through
their gendered performance the essence of American patriotism (Adams & Bettis, 2003)
and male hegemony (Dish & Kane, 1996).  Although her body size and shape, clothes
(colorful short skirt), and moves may perform a “sexually provocative woman,” the
cheerleader is “the image of the good girl-sexually virtuous and highly desirable.  She is
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the object her male contemporaries fantasize about and lust after” (Adams & Bettis,
2003, p. 73).
Students’ views on the cheerleader echoed dominant discourse about the ideal
female body as the body that is desired by men.  Students never referred to the physical
prowess and athleticism that cheerleading requires.  For example, Joe (Black boy, high
school football player), when asked to describe the ideal body for girls, responded:
I think they want to look more like girls so they can get more boys…that like
them.  They want to have flashy colors and things like that…I think they want to
be skinny because most of the boys think that if you are big you are not attractive
Interviewer: Which pictures would you pick for the “ideal girl”?
Joe: [I would pick] this on [White cheerleader] because she is skinny, she is a
cheerleader and she wears flashy clothes.
Similar to other students’ view of the cheerleader, physical prowess is not included in
Joe’s description; instead his view on the cheerleader emphasizes first, how girls want to
look like “girls” displaying their femininity through size (“skinny”) and their clothes
(“flashy”).  Second, similar to Adrienne’s assumption about the cheerleader that “…boys
will always go after her…”, Joe explained how these feminine qualities (skinny,
fashionable, sexually provocative) embodied by the cheerleader represent a primary form
of attraction for boys.  In fact, when speaking about the ideal body of either gender,
students interviewed frequently commented that an ideal body is a body which is
attractive to the opposite sex.  According to Disch and Kane, (1996), the oppositional and
complementary categories of womanhood/manhood represented by the football
player/cheerleader aim to maintain a compulsory gender/sex order in sports.  Butler
(1990), similarly, has argued that gender is the social construction that makes gender and
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sexuality “natural” and binary within a heterosexual matrix, therefore producing
compulsory performance of male/masculine and female/feminine.
The students recognized the “sex/gender order” as stabilized by size, appearance
or popularity, sexual appeal and muscularity, especially muscle size and definition.  For
example, in talking about the ideal body, Andrea (White girl) made a gender comparison
about muscularity and physicality
Girls don’t really think about building up their muscles, they just think about, you
know, they focus on certain goals or socializing and stuff like that…and guys,
they think about like preparing for it , I think.  You know, like lifting the weights
and doing the sit ups and push ups and stuff; they (boys) are more into the
development of the muscles.
And, Jon (White boy) added
I guess they [girls] want to be skinny like no. 1 or no. 2, they don’t want to be fat,
they don’t want to be strong, and I guess they don’t want to be – um, you see here
the arms?  They don’t want to have too much muscle.  Like no. 2, they want to
have skinny legs and arms.
Although cheerleading offers opportunities for girls to demonstrate physical prowess,
throughout student interviews the theme of cheerleader’s sexuality and eroticism
overshadowed her athleticism.  In this study, the vision of the 21st century ideal
femininity is also linked to ideals of attraction: the cheerleader culturally constructed by
feminine conceptions which correspond to slenderness, ideal of a “fit body,” ideal of
beauty, but also to the heterosexuality (Adams & Bettis, 2003).
Beside no. 1, the cheerleader, the most common pictures students indicated as the
girl’s ideal body were no. 8 and no. 2 as Kendrick (Black) articulated
I think girls want to look like, um, with a little muscle, like they want to look like
somebody who jogs: like not muscular and not too un-muscular…[I would pick] no. 8
because she’s muscular and at the same time she is attractive
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In “Reading the slender body,” Bordo (1995) explained how the cultural meanings of
muscularity are constructed and linked not to ideals of femininity, but ideals of
masculinity.  The gendered discourse of the body prevents the development of
conceptions of muscularity as an “attractive” trait for females.  Through self-surveillance
and gradual internalization of dominant discourses about the women’s body, (i.e., the
notion of slenderness pervasive in Western society), girls normalize or discipline
themselves to social norms.
Pretty, muscular, powerful and strong: “Pretty Boys and Sporty Boys.”  Similar to
girls, boys normalize their bodies to reflect the cultural norms of the image of the ideal
body produced in Western society.  A growing body of literature has shown that over the
past 20 years boys, like girls, are increasingly concerned about their bodies (Cohane &
Pope, 2000;Grover, Keel, & Mitchell, 2001; Leit, Pope, & Gray, 1999; Pope, Olivardia,
Gruber, Borowiecki, 1999).  In this study, students constructed meanings about the boy’s
ideal body by identifying pictures that were representative of muscular (sometimes even
very muscular), strong, athletic, skilled and big bodies.  In contrast to their selections of
the girls’ ideal body, students (girls and boys) identified a significantly large number of
pictures as representing the ideal body for boys; students did not identify one ideal body
but “ideal bodies.”  Although, students linked muscularity with ideals of appearance,
students also believed that a large size and/or shape (regardless of muscularity) could be
equated with power and strength, a high status physicality.
For instance, Charles (White boy) is a very thin boy and during the interview, he
explained several times that he wants to get bigger, just like a “normal boy,” but he has
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difficulties because of his high metabolism.  Charles described the boy’s ideal body as
follows
…guys, I think want to be like numbers 3 and 4 and like number 7 and stuff,
because they want to be all strong, so they can, 'cause think they're like better if
they're stronger than other guys.  And they think that like girls like that, so they
want that.  But then there's like people who want to play like certain sports, so
like, who want to play football would be like number 10 and 12 and 11, because
they have the heavyset shoulders and they're kind of big and muscular, so they
can knock down people for football.  And people for like basketball want to be
like tall and pretty skinny, so that they can run fast and jump pretty high, so that
they can reach the goal and stuff.
Boys learn at a very young age how to become “boys” by engaging in masculinizing
practices, such as sports to develop force, strength and power (Whitson, 1994).
According to Charles, size, muscularity and athletic physicality are fundamental
masculine features, providing a status hierarchy among boys in the school culture.
Again, “they think girls like that” is linked to the production of masculine and feminine
bodies within an heteronormative process (Disch & Kane, 1996).  Charles chose a
number of pictures of men engaged in a variety of physical activities (i.e., weight
training, running, biking, football, basketball, etc.) with different body sizes, but
muscularity, size and strength appeared to be essential, fixed masculine features of the
ideal body.  In addressing masculinity issues in school, Martino and Pallotta-Chiarolli
(2003) argue that muscularity is a marker of boys’ masculinity.  To conform to the
“normal body,” boys aim to develop muscularity to display “normative physicality” by
engaging in athletics, or fitness exercise.
In relation to muscularity and size, Jon (White boy) who was described by the
teacher as a very skilled athlete commented on the ideal body
Jon: I don't think -- like no. 7, he seems like he's too much muscle, too much bulk,
I think.  I think no. 5 with the yellow shorts it's all around muscles, legs and
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arms, but it's not too bulky, it's not huge bulky muscles; he looks more fit than all
muscles, that is what weight-lifting does.  It's the same for guys and girls; they
don't want to be too strong…
Interviewer: What about football players -- they are big?!
Jon: Yes they are, but football players are tall and big and that's muscular like
no. 12 and the bottom of p. 11, but it gives a sense of masculinity and power.
Interviewer:  So how is the football picture different from no. 9 in terms of
masculinity?
Jon: I guess football players lift more weights than these guys, 9, but both -- they
have to be physically fit because they both need to run, so there are some
similarities, but it's kind of a middle point.  Guys would prefer being football
players than fitness guys.
Jon definitely described muscularity as a fundamental marker of masculinity and of the
ideal body, but his comments about size were conflictual.  For several students, male
photograph (no. 7), a picture of a man weightlifting/body sculpting, created uncertain
responses: for some students, the man in the picture was too muscular, and instead for
others, the man in photograph no. 7 represented an ideal body for boys.  The
controversial point was muscularity.  Jon, like several other students, viewed no. 7 as too
bulky, but when he was asked to compare this body-builder to the football player in terms
of muscularity and size, his response contradicted his initial first statement.  Although
muscularity and size of no.7 and the football players were similar, according to Jon, “a
sense of masculinity and power” is better displayed by engaging in football than by
engaging in fitness practices.  Similar, to Jon, Eugene’s (Black boy) comment was also
contradictory.  Eugene said, “Guys like to be athletic and strong, but not so big; so [the
ideal body] is more like 16 and 10.  They [boys] like to be strong, it doesn’t matter if they
are so big, boys like to be strong.”
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Like Charles and Jon, Eugene concurred that masculine characteristics include
muscularity and an “athletic look,” but a very large body size seemed to be acceptable
only for football players, which represent popularity and high status compared to fitness
boys.  In addressing issues of masculinity in schooling, Martino and Pallotta-Chiarolli
(2003) argue that to be “popular”, boys also have to be big, strong and athletic.  In fact, in
their examination of the evolution of the boy’s ideal body, Leit, Pope, and Gray (1999)
found that the image ideal body in Western society has become bigger and more
muscular.  Recent studies have shown that boys are increasingly suffering of anxiety
about their bodies (Cohane & Pope, 2000; Grover et al., 2001; Leit, Pope, & Gray, 1999;
Pope, Olivardia, Gruber, & Borowiecki, 1999).  Boys have reported dissatisfaction with
their bodies because they perceive themselves as thin and underdeveloped, which appears
to reduce their self-esteem.  Boys are concerned about their bodies specifically in terms
of muscularity and “bigness” (Cohane & Pope, 2000).  While girls are obsessed with a
thin body, boys are obsessed with muscular bodies, and their anxiety may develop into
“muscle dysmorphia” which is defined as an “obsessional preoccupation with their
muscularity” (Pope et al., 1999, p. 66).
Although, boys have been more concerned about their bodies in the past years,
students still viewed the boy’s ideal body as any one of several ideal bodies.  Girls and
boys selected a greater number of pictures to represent the boy’s ideal body than they did
to represent the girl’s ideal body.  Several of the students interviewed, in fact, even
suggested that any of the pictures in the study portfolio could have qualified for the
“ideal” male body.  For example, Mary (Black) explained “…I think they [boys] have
more choices, because the ideal for the guys -- yeah, they have more choices because the
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ideal for girls is just skinny.”  Adrienne (White) echoed Mary’s remarks and emphasis on
choice when she explained:
From looking at the pictures, I don't think that there is an ideal body type, really,
for a lot of the boys.  I know that a lot of boys at this school are into football and a
lot of 'em they see that there's people on other football teams..and a lot of them
are big, and …like they're chubby, so they think, just as long as you're able to
throw and kick the ball good, then they can do it.  But, like if you're into a
different sport, like weightlifting, I think there's an ideal body type.  Like they
want to get slim and built at the same time.  And other than that?  I'm like, I think
basketball, they want to be a little bit skinner so they can jump up and throw the
ball in the hoop and dunk it and stuff.
According to Adrienne, it was difficult to identify an ideal body.  For boys, size matters,
but only to some extent.  As long as boys are involved in certain physical activities or
sports, they perform masculinity and therefore can aim for an ideal body.  Boys’
identities and the construction of masculinity are solidly tied to sports and physical
activity practices, especially the ones requiring physical power and a large body size.
Boys’ identities are formed when they engage in gendered practices which contribute to
transformation of the body, especially its size and muscularity.  Because of their different
opportunities and access to physical activities compared to girls and because these
physical activity sites are spaces in and through which boys form and construct their
masculinity, boys are encouraged to be active, fit, muscular, and powerful.  In addition,
the sports media plays a fundamental role constructing the discourse of masculinity, and
displaying the “ideal bodies” embodied by boys from a young age (Garrett, 2004).
Further, more similar to girls and consistent with the work of Wright
(2004),students pointed out that the boy’s ideal body is linked to conceptions of
appearance, as Ashley (Black girl) concluded
[There] are the pretty boys (no. 3, 9)…And then the active boys.  They (pretty
boys) are like more muscular, like number 7…Well see…the active boys prefer
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being a lot of muscle, and showing off muscle and a lot of athletics… pretty boys
just show off, but they just like, like, they are just like in the gym, just showing
off… for boys who like to show off their body…Active boys (no. 14, 7, 10, 11, 8
that want to get in shape.  And that one's a pretty boy.  A pretty boy will work to
stay in shape with not too much muscle…Active boy is football.
Just as for the girl’s ideal body, the mass-media the marketing of images produce the
visibility of the unattainable male body.  Ashley’s concept of “pretty boys” represents
ideals of appearance similar to the “slender girl” who represents the feminine ideal of
beauty.  But, in addition to ideals of beauty and in opposition to slenderness, muscularity
and size represent “a sense of masculinity and power” and are linked with high status
male physicality (like the football players).  Therefore, the boy’s ideal body is
exemplified by boys’ engagement in fitness practices (especially weightlifting) to build
muscularity, but exceeded by the hyper-masculine figure, the “active boys.”  “Active
boys” are muscular, but also display masculinity by performing strength and power in a
variety of physical activities (i.e., sports, weight training, running).
Students’ constructions of the ideal body mirrored discourse of the gendered
body: the girl’s ideal body was constructed in opposition to the boy’s ideal body in terms
of muscularity, athleticism and size.  Students constructed meanings about the ideal body
by viewing the girl’s ideal body as thin, slender, unathletic, and fashionable.  The girl’s
ideal body was displayed specifically with two pictures, “the fit body” (no. 8) and the
“cheerleader” (no. 1).  Instead, the boy’s ideal body corresponded to a variety of pictures,
all defined as muscular, fit, athletic, strong and big.  Larger than average body size,
regardless of muscularity was specifically acceptable for football players.
Ideal Bodies and the Legacy of Whiteness
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As presented in the prior section, students’ social construction of the ideal body
was formed by gendered conceptions of appearance, shape, size and muscularity.  But,
the results also suggest that students’ view of the ideal body was also informed by their
conceptions of race, even though the majority of the students claimed they were “color
blind.”  With a few exceptions, girls and boys identified the ideal body, a high status and
superior body, as a White body, and they confirmed their choice of “ideal bodies” in a
second conversation, the member check.  First, during the interviews, most of the White
students, in contrast to several Black students, disavowed racial differences in terms of
the ideal body for girls and boys; that is, students reported that they believed race was not
a factor in influencing the peers’ conception of body ideals.  While all of the students
included pictures representative of the “the ideal body” as a White body, none of the
White girls and only one White boy identified a Black girl body as the ideal body for
girls.  Second, although only a few White girls identified racial differences, they still
viewed the White body as the girl’s ideal body.  Only four students (two Black girls, one
Black boy and one White boy) included picture(s) of Black women involved in sports or
modeling in their selection of images representing the girl’s ideal body.  Further,
although she did not include a Black girl in her choice, a third Black girl, recognized her
choice, the cheerleader, as a racialized body.  Black girls’ negotiations of the race issue
which girl has the ideal body were conflictual.  Lastly, as presented in the prior theme,
White and Black boys and girls included pictures of Black football players and/or “pretty
boys” (like no. 3) in their selection of images for the boy’s ideal body.
“Color-blindness” and the ideal body.  In general, White students resisted talking
about race in relation to the ideal body.  At the same time they were not aware that the
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ideal body choices they identified were for the most part representative of White bodies.
The following examples represent White students’ general responses to the question of
race.  When asked whether he thought race might influence an individual’s concept of the
ideal body, Sean (White boy) explained, “No ma’am, it’s about the same.”  Diane
(White) agreed with Sean (White), she responded “Not at all.”  Loren (White)
commented: “I think they [students] all want to look the same, for African Americans and
Whites.”  Andrew (White) said ”I think they are pretty the same.”  Many White students
did not want to talk about race, and often provided very short and assertive responses.
They disavowed race by providing “politically correct” replies such as “No, there are no
racial differences.”  However, all 28 students interviewed identified the girl’s ideal body
as a White body (i.e., numbers 1, 2 or 8) and most of them firmly argued that race did not
make a difference in their and others’ selections of the ideal body.  They confirmed their
choice even when a Black cheerleader (model, sexy and slim looking) was added prior to
the member check.  By being “color-blind,” Whites are often unaware of their own
assumptions about race or prejudice, and they often prefer silence to open conversations
about race (Tatum, 1997).  According to Tatum (1997), the early stages of the
development of White racial identity (Whiteness) includes a passive absorption of
cultural messages about race and therefore unawareness of how these messages are
institutionalized and reproduce a system that continues to privilege Whiteness.  In this
study, White students were not aware of the representation of the ideal body as embedded
within discourses of Whiteness; Whiteness is pervasive especially in mass-media fitness
and sports discourses.
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The girl’s racialized ideal body.  Only five students cited racial differences in
conceptions of the ideal body, and all of the students who did so suggested differences
only between the White and Black girls’ ideal bodies.  Monica (White girl), for example,
responded to the question of racial differences for the girl’s ideal body by saying, “I don’t
really think [there are differences] -- not as much for the guys as it is for the girls.”  And
Barbara (White girl) commented:
Well, I think Black people, Black girls would like to be more --not cheerleaders --
but I think they see themselves as more athletic, which they are, they are really
athletic, and like [the] basketball kind of thing.
Precious (White girl), like Barbara believed there were racial differences in
conceptions of the ideal body, but for biological reasons.  As she identified the
cheerleader as the ideal body, she explained
Yeah, like I’m not trying to be racist or anything, but Black girls, they have, you
know, the butt -- and the White girls are like, ‘Man I wish I had that butt…and all
the girls are looking at the Black girls because of their butt…
However, none of these students mentioned there were racial differences (Monica,
Barbara, and Precious) included images of Black women in their choice of the girl’s ideal
body either during their first or second interviews.  Further, when the interviewer asked
them if they thought that Blacks and Whites would pick the same ideal body, for example
no. 1 (the cheerleader), they all confirmed their responses, perhaps still unaware of their
participation in discourses of Whiteness about the White body.  Again, all of pictures
chosen (no. 1, 8 or 2) and confirmed by Monica, Barbara, and Precious, display White
girls’ bodies, and none of these students nor any of the 28 students interviewed described
the girl’s ideal body as either athletic or with a “big butt.”
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Ahmed (2002) theorizes how the intersection of gender and race are not isolated
categories within dominant Western discourses about the body, but bounded to produce
multiple forms of oppressive power relations over the Black women bodies.  He argues
that the power/knowledge produced by these scientific discourses of the early twentieth
century, which specifically focused on searching for and cataloging anatomical
differences between Black and White women’s bodies (Ahmed, 2002), have functioned
to pathologize the Black female body by creating images of her as excessive, sexualized
and primitive, the “Other” (Ahmed, 2002; Barbee & Little, 1993; Collins, 1990; hooks,
1990).  As Black feminists sustain, by focusing on the search for anatomical and cultural
differences from the White woman, the racialized modern discourse of the “Other” or the
“Stranger” maintains the figure of the Black female body in binary opposition to
discursive images of White “womanhood,” the mainstream representation of the feminine
White ideal body, the “normal” body (Ahmed, 2002; Barbee & Little, 1993; Collins,
1990; hooks, 1990).  In fact, students’ views of the ideal body were confirmed to be a
“White body”, the “cheerleader” or the “fit body,” echoing this dominant discourse.
Out of twenty-eight students, only five students (three Black girls, one Black boy
and one White boy) included pictures of Black girls as representative of the girl’s ideal
body (i.e., no. 21, 7, and the slender models at the top of no. 5) in addition to their
selection of images no. 1, 2 or 8.  For example, although, Kendrick (Black boy) initially
picked the White girl (no. 8) as the ideal body, later in the conversation he added, “I’d
pick the basketball one [too], no. 7, because they look happy at what they are playing and
they can make a lot of money.”  His second choice (basketball players) appeared to be
linked first to his expression of “Blackness” (Harrison, Harrison, & Moore, 2002) and
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second to the dominant discourse of popular culture and sports media representing Black
male dreams of upward social class mobility through sports (Cole & King, 1998).
Kendrick projected this second discourse onto his construction of meanings about the
girl’s ideal body.  In this case, Kendrick’s ideal of happiness was not linked to female
conceptions of slenderness and appearance (Wright, 2004), but to the “Hoop Dreams”
discourse (Cole & King, 1998).  According to Cole and King (1998), “Hoop Dreams” is a
racialized male narrative created in the media and circulating in American culture that
displays Black males’ achievement of success, especially overcoming the burdens of
poverty, through sports, the “Michael Jordan dream.”
Because culturally dominant discourses are embodied, experienced and penetrate
individuals’ lives, development of Black racial identity and masculinity negotiates the
mass-media and sports narratives of the “Michael Jordan dream” (Andrews, 1998).  The
“Michael Jordan dream” becomes a powerful racialized discourse through which Black
boys can display masculinity, and construct their hope for success and their identity.  This
dream offers Black boys the hope of achieving economic and social success in society,
but it is an expression of their own identity, masculinity and “Blackness.”  Therefore, the
basketball space may be viewed as one of the only available societal avenues through
which young Black men can successfully express their “Blackness,” their racial identity,
and their masculinity (Harrison, Harrison, & Moore, 2002).  In this space (sports) in
which Afrocentrism is accepted and Blacks can be seen as fit, the subject may also reject
participating in discursive practices associated with Whiteness, such as fitness (Harrison
et al., 2002).
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But, differently from Kendrick’s representation of the discourse of the girl’s ideal
body, the “Hoop Dreams” did not surface in the narratives of the Black girls who talked
about their own experiences and conceptions of racial differences and the girl’s ideal
body.  Mary’s (Black) and Ashley’s (Black) discourses about the girl’s ideal body were
linked to the notion of womanhood, more than to ideals about upward mobility through
sports.  According to Tatum (1997), because the construction of the pervasive discourse
of Whiteness expresses superiority in models, lifestyles and images of beauty in society,
Whiteness may be also desired by Blacks.  Tatum (1997) defines states of racial identity
formation and studies how children and adolescents negotiate cultural messages about
identity.  She suggests that the desire for Whiteness may occur precisely in the first stage
of development of Black racial identity, the Pre-encounter stage (Tatum, 1997).  In the
Pre-encounter stage, Blacks locate themselves within the discourse from positions of race
neutral to positions of internalization of anti-Black discourses (Harrison et al., 2002).  In
the following example, Mary (one of the 2 Black girls who includes a Black body as an
ideal body for girls) identified basketball women players (no. 7 and 21) as representative
of the ideal body, but later added picture numbers 1-2 to her selection.  Her choice
between Blackness (no. 7 and 21) and Whiteness (no. 1 and 2) reflected tension in her
negotiations of “ideal.”  Mary, who is a student in a predominantly White school, models
and plays basketball, explained that she hopes to become a college basketball player, but
also a model.  First, Mary recognized racial differences between Blacks and Whites’
construction of the ideal body, and these differences appear to be linked to pervasive
discourse of Whiteness within fitness;
…Yeah, I’m thinking that White people, they want to be, really they think--like at
this school, they want to be really, really thin and they will do anything to get like
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that.  Um, and like especially as the grades get higher, like, they will do anything
to their – [to be] how they want to be, and they want to be this really skinny girl
that can wear a [size] zero
When the interviewer asked her to explain her choice, first favoring no. 7 and 21
(women basketball players) and then selecting no. 1 and 2, she replied
Well, everybody wants to be this model-looking girl, and everybody can’t be, and
even if they are, they might think they are too skinny, and they are like perfect.
Like they are not, they are not really anorexic looking, and they are not huge and
muscular, they are like, toned.
In this statement she began to express her conflicts: first, she introduced the idea that all
the girls want to be models (feminine dominant discourse) and linked this desire to her
peers’ attempts at extreme slenderness, even anorexia (White feminized discourse of
ideals of beauty).  But, because Mary sometimes models and wants to become a
professional model, her Blackness is threatened by this discourse of Whiteness.
Therefore, she negotiated the discourses of modeling and Blackness by reconstructing her
notion of Blackness by concluding that models are not “huge and muscular,” but “toned.”
Finally, when the interviewer asked:  “So for African American girls, would you still pick
number 1 or number 2 [for the “ideal body for girls]?  Or would you pick something else
[no. 7 or 21]?” And Mary responded, “Probably number one, because she's kind of
thick,” and then added, “…I’m not really far from that.  I’m not saying I’m gorgeous and
I have this perfect body, but …I think I can compare myself to them.”
Although, she first chose images 7 and 21 as representative of the girl’s ideal
body, when later she preferred no. 1 and 2, Mary negotiated the discourse of “ideal
beauty” to some extent by re-constructing the White girl’s ideal body through ideal
conceptions of Blackness.  By pointing out that the White cheerleader is “kind of thick,”
she “normalizes” her own body in relation to the cheerleader.  At the end of the
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conversation, Mary, favored image no. 1 to no. 7 and no. 21 by approving and
participating in the discourses of Whiteness.  As Harrison et al. (2002) argued in the pre-
encounter stage, Blacks may desire to elude their identification with Blackness by
entering and participating in White practices and discourses.
Although her negotiation of Whiteness and Blackness produced conflictual
responses, Mary ultimately participates in a White discourse of “ideal body.”  Similarly
to Mary’s, Ashley (Black girl) supports to some extent, the dominant discourse of
“slenderness” as “Whiteness,” by firmly commenting on number one as the
representation of the girl’s ideal body.  At the same time, Ashley because of her
experience as a Black cheerleader at a predominately White school, has an awareness of
the multiplicitous effects of this discourse, including the ways it privileges certain bodies
over others.  During the first interview, Ashley elected only the “cheerleader” picture as
the girl’s ideal body and supported her selection by explaining that she really loves
cheerleading.  But Ashley provided more in depth information about the cheerleader
discourse and her experience as a cheerleader in the second interview (the member
check).
They (media) set, like, especially in high schoolgirls, they set the cheerleader
body, the lean body [as the ideal], so, [high school girls admire] that girl, that
body, and they set that up.
She continued
I’m a cheerleader, and whenever we do tryouts, like, you see this certain girl, and
I’m not a very stereotypic [sic] person, but that’s how they set us up there for the
ideal cheerleader.




Yeah, because if like, if it’s a person with too thick of a body, they probably won’t
be able to like, cheer that much, because maybe their body won’t be as attractive
to the audience whenever they cheer…like the White girls, they for some reason,
at private clubs, they start out cheerleading at a young age, and they are in more
gymnastics team at very young ages.  As far as African American girls, like me, I
have never taken cheerleader or gymnastics at a young age, so I’m not as skilled
as they are, so I’m not as good as them most of the time, because I have taken
gymnastics after 13 or something, but that’s it.  So there is a difference…
And she continued
…I have noticed it, I have noticed it…yeah, the White girls, they are more
privileged to be more of a cheerleader than the African American girls, I guess
because the stereotypical cheerleader is a White, blond haired girl, you know!? A
blonde hair girl.  So they usually do that, but there are some African American
girls that can get on the team, but like, the majority of it, is usually that
stereotypic [sic] of a White girl, cheerleader.
Ashley recognized the power of the media in the construction of dominant discourse
around the ideal body and sees the White cheerleader (“…that lean body… that girl, that
body…”) as an example of that body.  She positioned herself in relation to that discourse
as the “Other” by making space between herself and the image of the White cheerleader,
asserting “I’m not a very stereotypic person, but…”; Ashley did not hesitate to identify
the image of stereotypical cheerleader as different from herself.  As hooks (1990) and
Collins (1990) explain, the creation and reproduction of gendered and racialized
discourses about the Black woman body, the “Other” constructed in opposition to the
White body, the “normal” maintain the interlocking systems of race, gender and social
class. Ashley recognized how a body that is “too thick” (an implied reference to
representations of Black women’s bodies) is excluded from the discourse and the
practices of cheerleading, and she acknowledged how the practice of cheerleading
requires economic access and opportunities to private clubs for developing skills from
early youth; opportunities and access that she has never had.
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Ultimately, Ashley told her own story, her own experience as a Black cheerleader
within a gendered racialized space.  Discrimination in this space occurs, as Ashley
experienced, through the privileging of White girls for the cheerleading squad because of
the construction of discourses of Whiteness and “ideals of beauty,” which are linked to
slenderness in opposition to thickness, and because of economic discrimination which
limits opportunities for Black girls to become cheerleaders.  Adams and Bettis (2003)
stated “With the feminization of cheerleading, cheerleaders came to represent ideal
femininity.  Repeatedly, African American girls and women were [have been] denied
opportunities to hold the esteemed position of cheerleader” (p. 6).
In the second stage of the racial development identity, the Encounter, Black youth
experience racist episodes or incidents that create or enforce feelings of guilt and anger
against Whites, but their physical activity choice may not be affected by these encounters
(Harrison et al., 2002). Ashley’s experience of discrimination, for example, did not affect
her choice of becoming a cheerleader.  At the same time, while Ashley first stated that
her choice of ideal body was related to her love of cheerleading, even after a Black
cheerleader was added to the study portfolio for the second interview, Ashley, still
identified photograph no. 1, the White cheerleader, as the girl’s “ideal body.”  Only in the
third stage of racial development, Immersion-Emersion, are Blacks able to deconstruct
racialized discourses by re-constructing a new self, an Afrocentric identity by for
example, expressing “Blackness” through their participation in sports that can allow and
support the expression of “Blackness” (Harrison et al., 2002).  But, while Black boys can
display manhood and be “men” on the basketball court or football field (Harrison et al.,
2002), Black girls’ bodies and identities may clash with racialized and gendered
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discourses of girl/womanhood, and therefore contested practices (i.e., cheerleading,
basketball, fitness exercises…).  For example, neither Mary’s nor Ashley’s construction
of the ideal female body recalled the “Michael Jordan dream,” but they were concerned
that the expression of “Blackness” might deny their expression of womanhood.  Similar
to these findings, Oliver and Lalik (2004b) found that in a predominantly African
American school, students viewed the feminine White body as the girls’ “ideal body.”
While the basketball court can be a space in which and through which Black boys freely
express “Blackness” and manhood, for Black girls expressing “Blackness” on the
basketball court conflicts with the construction of an ideal female body that denies
physical strength, size, or athletic prowess (i.e., the cheerleader).
The Boy’s ideal body and race.  Differently from the students’ construction of the
female ideal body, twenty-seven out of twenty-eight students interviewed included
pictures of Black males involved in sports (i.e., football, basketball) or posing as “pretty
boys” (i.e., no. 3) to represent the boy’s “ideal body.”  Although the pictures may have
represented the dominant discourse of sports in mirroring gender and race “appropriate”
physical activities, in this study, students did not report racial differences in relation to
the boy’s ideal body.  While Black girls’ construction of the girl’s ideal body required
them to deny their “Blackness,” Black boys construction of the boy’s ideal body, allowed
them to position themselves within dominant discourses of manhood, discourses of
Whiteness and Blackness.  As demonstrated earlier, students did not acknowledge racial
differences in terms of the boy’s ideal body.  The racial differences in images of boy’s
ideal body were extinguished or subsumed when they merged with powerful discourses
of masculinity and hyper-masculinity (muscularity, power, strength, popularity in school
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and possible social and economic success) displayed by high-status bodies.  For example,
Joe (Black) who aims to become a college football player provided the following
explanation about his choice of picture for the ideal male body:
[I would pick] The one with the muscular body, no. 8, because most of the women
like people with a good body, and he has all the tools they want in a man.
Interviewer:  What do you mean by ‘having the right tools?’
Joe replied
… education, you need to play sports, to be fit, you need to have your grades up --
to be fit and to go to college.  You need to be fit, and I think you need
everything…you need everything to grow up in life.
Interviewer:  Are there other pictures that you think boys want to look like?
Joe responded
…in sports, [boys would want to look like] the [name of a football team] football
picture, if they like sports so much, they probably want to look like football
players, they want to look like these pictures in their lives.
As this conversation illustrates, while the affirmation of “womanhood” is denied by
participating in sports because of the construction of the girl’s ideal body as feminine (i.e,
-- slender, small, lacking prowess), Black boys’ bodies, identities and construction of
masculinity, merged or co-existed with discourses of manhood. Joe recognized number
eight as representative of Whiteness, success through academic achievement.  But, for
images of the Black male body, he linked “having the right tools” to social and economic
achievement through sports.  Sports can be a space for Black boys to reject or participate
in “Whiteness,” the discourse of “being smart” (Tatum, 1997) and at the same time a
space for them to achieve popularity or success, and fully express the Afrocentric
discourse of “being cool.”  “Being cool” on the basketball court, for example, represents
economic and social success that embraces White and Black cultures (Tatum, 1997).
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The results of this study suggest that first, although White students insisted their
constructions of the female ideal body were color-blind, their preference for White
figures reflected dominant discourses of Whiteness and ideals of beauty; second,
student’s construction of the boy’s ideal body was bound to the their meanings of
masculinity, and this bond obfuscated racial differences in relation to the boy’s ideal
body; and third that students’ construction of girl’s ideal body marginalized or dismissed
the inclusion of the Black girl’s body.
More precisely, in terms of the intersection of race and gender, for the
construction of the boys’ ideal body, the male “Black body” may have been linked by
students to practices such basketball and football, sites at which Black boys can freely
form and confirm their masculinity, “Blackness,” and social success (i.e., popularity in
school, social recognition and economic upward mobility).  But because it was not clear
why students chose images of Black and White boys, as the boy’s ideal body and
disavowed racial differences, the connection between race and masculinity remains
uncertain.  Instead for Black girls, the expression of “Blackness” via physical prowess
and athleticism clashed with the discourse of the girl’s ideal body, which corresponded to
ideals of femininity: slenderness and lack of size, physical strength and prowess.  While
Black boys can be “Black” and “men” by participating in certain physical activities such
as basketball and football, Black girls can be “Black” by participating in certain physical
activities (i.e., basketball), but they can not “be” women.
Physical Education and the “Technology of the Self”: “Comfortable,” “Bad” and
“Borderland” Bodies
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When students were asked to choose a picture representative of the body they
might aim to become, some students responded that they hoped to become like the ideal
body they had chosen, and others responded by choosing pictures different from the ideal
body.  But, what was most important about their selections was that in general, students
re-constructed meanings about their bodies by linking the pictures they identified with
notions of the “slender body,” and the “muscular and strong body;” and they connected
these meanings to their physical education practices.  Girls and boys participated in or
resisted these dominant discourses about the racialized, gendered body by re-constructing
meanings about their bodies in multiplicitous ways.  These meanings about their bodies
paralleled, intersected, and/or rejected dominant discourses around the ideal feminine and
masculine bodies.  By linking these meanings to physical education, students participated
in physical education when the practices supported their own narratives of bodily
meanings and disengaged from physical education practices when these practices clashed
with their construction of bodily meanings.
The “Comfortable body” and “Bad” Bodies.  According to Garrett (2004), “…the
body actively participates in the construction of the self” (p. 142). For example, the
Western gendered and racialized “cult of thinness” and discourse of “pretty boys and
sporty boys” function through the “technology of the self”, discursive practices by which
individuals fabricate and embody knowledge and meanings about the self, the body
(Garrett, 2004; Kirk, 2004; Martino & Pallotta-Chiaroli, 2003; Wright, 2004).  In high
modern society, the marketing of images produces and intensifies the “anxiety about the
body” and the self-policing which through the principle of the Panopticon impact the
physicality and construction of the self.  Girls and boys discipline themselves and
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construct their bodies as gendered and racialized entities which are fabricated through
practices.  But, because bodies are never completely subject to one inscription, bodies are
not only disciplined, but also energized, or transformed.
Some students negotiated meanings about the ideal body by identifying
themselves with images that, although different from their ideal, still paralleled or
intersected the dominant discourses of feminine or masculine bodies.  For example,
Andrea (White) aimed to become like the woman in the yoga picture (no. 6).  When
Andrea explained her choice, she said, “[I most identify myself with]…number
6…because like, yoga, it’s a feminine sport, and you don’t have to have a lot of muscles
or whatever to do it, and it’s one that, like, a lot of people can do.”  Andrea considers
herself physically fit, thin and she is a dancer.  In her interview she compared dance to
yoga, as she explained: “I do dance and yoga is similar to dance.”  When I asked Andrea
how physical education might help her to become like the individual in photograph no. 6,
she responded “Yeah, I think it helps a lot…they (physical activities) help you to
maintain it (flexibility), it’s not like…it helps you develop it, but it definitely helps you
maintain it.”  Although she did not identify with the figure of the ideal body, Andrea’s
narrative about the female body which she re-constructed as flexible and lacking
muscularity paralleled dominant discourses of femininity.
Another student, Helen (White), also connected the discourse of femininity to her
participation in physical education.  Helen, however, viewed physical education practices
as transformative.  Below she discusses how she believes physical education might help
her become like photograph no. 8 (the “fit body”):
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Yes, physical education helps you because you can lose weight and you can gain
muscle, because we lift weights and we run and we play games and so that helps
you lose weight.  Physical education is pretty important, I think it’s good.
During the observation period, Helen always participated in physical education class, but
her description of her own physicality is characterized by “big body concerns” (Garrett,
2004).  She commented, “…I’m not skinny enough, you know…I don’t consider myself
skilled or fit.”  By self-surveillance Helen internalized the dominant discourses of fitness
that “fat is bad” (Evans et al., 2004; Garrett, 2004).  She therefore positioned herself
within dominant discourses as a “bad” body, which significantly impact her sense of
identity and her attitudes toward her participation physical education.  Because of her
concerns, her participation in physical education practices is a “technology of the self” to
become thinner, to achieve the “slender body.”  But as Bordo (1993a) explained, by
participating in fitness programs, the body is not only repressed or disciplined by
feminine dominant discourses, but may also be energized and liberated.
Similar to Helen’s position, Ashley is disciplined but also empowered by
discourses of fitness and femininity through physical education practices.  Ashley
identified with and aimed to become like image no. 1, the cheerleader, and during each
interview, she discussed how much she likes and appreciates physical education.  She
said: “[I like physical education]…because at home I really don't exercise a lot, unless
I'm dancing or, you know, cheerleading, and I come to school, like at least three times a
week, and we do exercise and that's good, [it] really, helps me.”  Later, during the
member check she added: “Well, there are some kids whose parents can’t afford for them
to have extra activities after school, and school that has physical activities can help give
them an idea of what sport is like.”  For Ashley, although her body is subject to racialized
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and gendered discourses of “slenderness,” her body is also empowered by physical
education practices, through which she fabricates bodily meanings and aims to become
the “cheerleader.”  Through her participation in the feminine ideal body discourse,
Ashley considers these physical education practices extremely valuable because of the
opportunity and access to exercise they provide her.  In general, girls linked their favorite
pictures to physical education practices that centered on fitness activities and its
association with maintaining flexibility, losing weight, and avoiding muscularity
(“toning”), and therefore achieving an attractive appearance.  The physical activities
practices in Andrea, Helen and Ashley’s physical education classes were fitness based,
and the inclusion of sports or modified games was marginal (i.e., “H-O-R-S-E”, Softball-
Basket-volley).  For these students, when their bodily meanings were supported in
physical education, they participated in and valued physical education practices.
Fitness practices were also important to the boys in coeducational classes whose
meanings about their bodies were constructed around the masculine marker of
muscularity.  For example, Trevor, like Charles and Myles (all three boys are White)
liked physical education in general because they liked exercising, but they wished the
fitness practices included weight training.  Trevor’s response is illustrative of these boys’
positions within discursive practices in physical education.  Trevor explained first that he
works out regularly outside of physical education at a fitness center and his training
includes weights training and the treadmill.  Although he likes cardiovascular exercise
(treadmill), through self-surveillance, he viewed himself as not big or muscular enough
compared to other boys.  He said, “Well, I mean, when I go to the [fitness center], I’m
not really skilled at weight lifting ‘cause everybody else is cut and kind of a lot bigger
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than me.”  During informal interviews with him, Trevor shared with me his desire to use
work outs at the fitness center to get bigger and more muscular.  Trevor re-constructed
meanings about his body to focus on size and muscularity because these attributes are
important markers to his identity as a male.  Like Helen, he positioned himself within
gendered dominant discourses as a “bad” body, a skilless body because of his self-
perceived smallness and lack of muscularity.  In contrast to Helen, Trevor aimed not to
lose weight, but to gain size and become more muscular.  In fact, Trevor participated in
male dominant discourses about the body by identifying himself with a picture that
portrayed a very defined muscular and toned man engaged in fitness exercises (no. 9).
When I asked him how physical education helped him become like no. 9, he commented
Well, we don’t work out enough [in physical education class], or we don’t do any
muscular things, we pretty much do cardiovascular, so I couldn’t look like
number 9, by just doing physical education…Well in physical education we don’t
do weights…I would have to take it on my own time…I wish we could do some
weights things in physical education
Although Trevor participated in physical education because he valued fitness exercise,
his view of the fitness practices disclosed his desire to work harder on developing his
muscularity, an important marker of his body and identity.
Similarly, the following conversations illustrate how David’s, Sean’s and Joe’s re-
constructions of meanings about their bodies intersected the male body ideals identified
in this study, and participated in physical education practices which supported, promoted
and reproduced these meanings.  David identified himself with images number 5 and 8,
and he asserted that his favorite physical activities in physical education are lifting
weights and football.  David said that he enjoys physical education by explaining
“…really, I kind of like it that they [physical education teachers] are making me do it
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[work out] because I can get bigger and stronger and faster-- I like that.  I’m glad they
are making me do it.”  His classmate Sean also thought that “working out” in physical
education could be transformative:
Yes ma’am [in physical education] you can tone yourself and you can get a
certain workout…I mean, if you don’t do it in physical education or some kind of work
out, there is not way that you can look like that [photograph no. 8].
Interviewer:  “What kinds of physical activities do you do in physical education
that might help you to become toned like that?”
Sean: “We do weightlifting, basketball, and baseball is good you know.  Football
does it, we play football.”
Like David’s and Sean’s re-construction of meanings, Joe, a Black boy who
identified with one of the “ideal bodies” for boys (no. 11, the football player)
explained
…[For myself, I would choose] the [name of a college football team] football
pictures, I want to be like [photo] no. 11 because I just like playing football.  It’s
part of my whole life, so I just like playing the sport.
Interviewer:  “How does physical education in school help you become like no.
11?”
Joe: It gets me ready for the things.  I’m trying to grow up to be and well ….like
grades and playing football and basketball.  I just like to play football and
basketball so much I want to play on a college team and my mom always tells me
I need my grades up to go to college to play football and basketball.
The teacher and students in Joe’s physical education class represented him as a “gifted
athlete,” but Joe also positioned himself at the top of the body hierarchy of discourses of
masculinity by participating in the “Hoop Dreams” discourse—economic and social
success through physical prowess.
David, Sean and Joe view masculine spaces as open to them because their own
body narratives comply with dominant discourses of masculinity and they display
“comfortable bodies” (Garrett, 2004).  In general, as Garrett (2004) explained,
94
“comfortable bodies” are constructed when individuals’ lived experiences are upheld by
discourse.  In this case, the discourses of masculinity and the male body support the boys’
engagement in physical activities (i.e., sports and fitness practices), and their access to a
variety of physical activities; therefore, their expressed interest in physical activity
positions their bodies (and allows their bodies to be positioned) “comfortably” within
dominant discourse.  In this study, most of the boys associated their favorite pictures with
physical education practices which focused on improving strength, power and
muscularity.  Like the girls, when their own body narratives were supported, boys
participate in physical education practices; by performing strength, power and
muscularity, they learn how to become men (Whitson, 1994).
Andrea, Helen, Ashley, David, Sean and Joe participated in physical education
because the physical activity practices in their classrooms supported their own re-
construction of meanings about their bodies.  Although Trevor wishes physical education
practices included weight training, he still viewed cardiovascular exercise as important to
his body because he regularly engaged in the treadmill exercise outside of school.  The
meanings they re-construct are multiplicitous: Andrea likes yoga because she sees
flexibility as a feminine characteristics and she believes physical education can help her
develop flexibility; Helen participates in physical education primarily to lose weight;
while in opposition, Trevor’s, David’s, Sean’s and Joe’s re-constructions of body
narratives participate in masculinizing and muscle-building activities such as
weightlifting, basketball, baseball and football.  Students actively participated in the
construction of their bodies (physicality and self) through discourse and through their
engagement in physical education, and their body positions paralleled or intersected
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dominant discourses about the [gendered, racialized] body.  Participating in gendered
physical education practices, students policed themselves through the technology of the
self.
Borderland bodies.  Several students re-constructed meanings about their bodies
by rejecting dominant discourses of the female and male ideal body.  They resisted these
discourses by positioning and constructing themselves outside of these narratives as
“borderland bodies” (Matino & Pallotta-Chiaroli, 2003).  For example, Barbara (White)
challenged and resisted discourses of feminine appearance (the slender body) by
fabricating a body narrative connected not to appearance or slenderness, but to
acquisition of skills.  She often disengaged from activities in physical education because,
as she explained in her interview, these practices did not include sports, but were, as
indicated above, fitness based. Barbara identified herself with a picture of a girl soccer
player (no. 9). Her body narrative and reasons for lack of engagement in physical
education relation are evident in the following conversation
Interviewer: “How do you think physical education can help you become like no.
9?”
Barbara:  “Well, the only thing really is that we run before class, and that’s it.
And we do leg lifts.”
Interviewer: “…but if you had soccer in your physical education class?”
Barbara: …you would be more skilled at the sports…I would love it, because at
the same time we do different things, we would also be getting skilled…real
things that we could really do…I think when people went home they would join
sports because they are[would be] getting skilled at sports, so they would join
community softball, or community basketball or whatever, around the home and
then they would become more in shape…well, I think it’s pointless to have
physical education unless you go home and do these things.
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Physical skills are very important to Barbara’s narrative of self because of her
desire to participate in her favorite physical activity, soccer. Barbara often disengaged in
physical education because her bodily meanings, her sense of herself clashed with the
physical education practices.
Just as Barbara’s resistance to physical education practices and narratives of
femininity positioned her body in the (discursive) borderlands, Michael’s (White)
negotiations of male discourse also made him an outsider in the physical education
classroom. Michael’s re-construction of meanings about his body and sense of the self
totally collided with physical education practices (i.e., basketball, football and
weightlifting).  During the entire observation period of Michael’s single-sex physical
education class, he never once participated. Michael resisted identifying himself with
any of the pictures in the study portfolio, asserting that he “just wanted to be himself.”
Michael firmly explained his approach to physical education as follows: “I just kind of
show up, put my clothes on and when the bell rings, I change my clothes and I leave.”
When the Interviewer compared him to his classmates who seemed to enjoy participating
in physical education and asked him to comment on his lack of engagement by, he
responded
…[because] they want to look muscular because of the sports they want to
play…they want to have a certain body type, they want to be muscular and strong
you know, and have the muscles and the power…they want to have the endurance
on the field to play football.
Interviewer:  so do you mean you don’t want to be like them?
Michael:  …right, because it's not my thing…my only thing is keeping my
balance on the skateboard, that is all that’s required by me.
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Michael’s re-construction of meanings about himself and his body conflicted with
his teacher’s pedagogy, which centered on physical activities (i.e., football, lifting
weights, basketball) for developing masculine features such as strength, muscularity,
physical prowess and size.  During the interview, Michael explained that he is active
outside of school, and that he loves skateboarding.  He would participate in physical
education if the activities for working to improve balance were included.  Barbara’s and
Michael’s constructions of their bodies “borderland bodies,” positions them (and are
positioned) as marginal to dominant discourses not promoted through the “technologies
of the self” offered in physical education.  Barbara’s and Michael’s physical education
classrooms did not include physical activities that merged with or supported with their
body narratives (skills for Barbara and balance for Michael).
Finally, Precious, a White student, positioned herself at the very margins of the
feminine ideal body discourses by rejecting the slender feminine stereotypes and arguing
that she identified with and aimed to look like a larger Black model, posed in a blue dress
(photograph number 5, bottom right).  Precious, like most other students, selected images
number 1 and 2 for the girl’s ideal body, but instead of labeling her own body as
comparatively “bad,” she re-constructed her own body narrative, recognizing her own
position, as different but valid.  Precious weighs over 200 pounds, and she explained
during the interview that obesity runs in her family.  Because she lives “in the middle of
nowhere,” as she said, physical education is the only space where she can exercise.
Precious explained
I live like in the woods really, and there is really like nothing there, no basketball
courts or soccer fields or anything.  So all I have to do is watch TV and lay
around
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Interviewer: “But if you had basketball courts and facilities around, would you
like to do physical activity?”
Precious responded
Yeah, I would love to do it.  I mean, I’m…you know, the way I’m, I want to lose
this and I want to go out there.  I love playing basketball, I love playing all these
sports, and I just want to play them, but I can’t play them because of where I live.
While Precious positioned herself outside of the dominant discourse, she loves physical
activities; differently from Barbara and Michael, physical education is her favorite
subject.  During the observation period for this study, Precious always participated in her
physical education class.  Although practices in her physical education class were mostly
fitness based, her favorite physical activity is volleyball.  During the interview
conversation, she often referred to the fact that health and being active are very important
to her because of “the way she is” (obese).  According to Precious, her teacher made her
feel comfortable with her body during the physical education activities; the teacher
encouraged her and her peers to exercise for health purposes, not for appearance, and she
motivated them.  Precious explained
…we have a lot of fun doing that (physical education).  And she presses us to the
point where our muscles are hurting, and they are getting bigger, like you know
muscles we need.  And she tells us that we need not really to look a certain way,
but you know, do certain things (physical activities) to look the way that you want
to look, not what she wants us to look like, but what we want to look like…
Further, in explaining to the interviewer the reason of her choice (no. 5 with the blue
dress), she responded:  “[I like this picture because] she's saying to everyone that…I don't
care what I look like, and if you don't like who I am, then forget you, I love the way I
am.” With help of her physical education teacher, Precious rejected the girl’s ideal body
ideology, and re-constructed a body narrative in which a female body, a larger than
average body, is a capable and attractive body.
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And, with tears in her eyes, Precious concluded,
To tell you the truth, my PE teacher, she is like an angel to me because I am…if I
didn't have her around, I don't know what I'd do…I think I would probably be
dead right now.  I know that is not nice, but you know, the way I am, she is like
pushing me, and I think she is such an angel, she is like an angel to me… And I
am like thankful to have her as my physical education coach, and I really don't
know what I'd do without her.
Implications
Although, addressing today’s health and physical activity issues among youth is
not an easy task, physical education can make a difference in young people’s lives.
Physical education is the best public space to address these problems; it is a schooling
space in which the education of the body is possible.  Results of this research suggest that
to high school girls and boys, “the body matters.”  Students constructed meanings about
the ideal body that centered on issues of size, shape, muscularity, and appearance, and
physicality.  Findings in this study demonstrate how girls’ and boys’ construction of
meanings about the ideal body mirrored the “ideal feminine fit body” and “ideal
masculine muscular body” of dominant discourses.  Girls aimed to perform ideals of
femininity by normalizing their bodies to discourses of slenderness, weight and
appearance, while boys aimed to perform ideals of masculinity by disciplining their
bodies to discourses of power, strength, size, athleticism and muscularity.  Further,
students regulated their bodies and sense of self through self-decipherment, self-policing
and gender performance within a heterosexual matrix.
Students’ gendered regulation of their bodies was performed through
dichotomous discursive categories: girls’ viewed slenderness and lack of prowess and
muscularity as opposing boys’ performance of muscularity, strength, power and size (i.e.,
typified by the football player).  Boys similarly viewed this performance of their bodies
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as opposing girls/femininity.  These gendered meanings were found to be significant to
students’ own body narratives, and the physical education practices through which they
engaged in technologies of the self.  Further, gender and race as intersecting categories
were also found to be relevant to students’ constructions the ideal body, which were
permeated by discourses of Whiteness.  Although students claimed to be color blind, their
view of the body intertwined with discourses of Whiteness and racialized ideals of
beauty, especially within discourses of femininity (“womanhood”) and feminine beauty.
Whereas Black boys’ narratives were entrenched in the “Hoop Dreams” discourse, their
performance of masculinity through power, strength and muscularity was acknowledged
and legitimated.  Conversely, Black girls’ narratives of their bodies in physical activity
were marked by conflict.  Some young Black women interviewed in this study reported
being discriminated against, and some also invalidated or rejected conceptions of
“Blackness” to conform to White discourses of the ideal body.
While most of the students’ narratives conformed with feminine and masculine
ideologies about the ideal body, a few students resisted these ideologies. Students’ body
narratives were crucial to their identity construction, physicality and participation in or
disengagement from physical activity, and therefore students viewed certain physical
activities as relevant for boys and others as more “appropriate” for girls.  Physical
activities were not significant to students when physical education practices did not
uphold their own body narratives, or discourses of self.  Yet, girls and boys who did not
resist the dominant (racialized and gendered) practices in physical education viewed
physical education as empowering, since they participated in feminizing and
masculinizing physical education practices (technologies of the self).  However, concerns
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about the body and physical education practices remain, particularly for those students
who rejected gendered, racialized ideals by positioning themselves in the borderlands of
dominant discourse and resisting participation in their physical education classes.
This investigation of students’ negotiations of meanings about their bodies in
relation to “ideal bodies”—the feminine, fit body and the masculine, muscular body—has
important implications for physical education curriculum and pedagogy.  First, practices
that maintain either the traditional multi-activity sports-based practices or move toward a
fitness-based activities as the core of the physical education curriculum may continue to
produce and re-produce dominant ideologies of race and gender.  The danger of
maintaining the most prominent physical education curriculum in the nation (the multi-
activity sports-based curriculum) is that it alienates girls and low-skilled boys and girls
(Azzarito & Solmon, in press; Ennis, 1999) because there is a disconnect between their
own sense of physicality and the physical activities offered in the sports-based
curriculum.  A multi-activity sports-based curriculum sustains male hegemony,
privileging only the most powerful, skilled, and muscular boys.  Boys are encouraged to
develop muscularity, strength and power through sports; but these meanings are also
upheld by fitness discourses which define appropriate feminine physicality in opposition
to male ideals.  As Garrett (2004) stated “Not only girls and boys think differently about
their bodies, but their physicality is altered by gendered practices.”
Although a fitness-based curriculum may engage those students who typically
resist sports-based physical education classes (i.e., girls and low-skilled students),
educators should be aware that moving toward a fitness-based curriculum may reinforce
traditional notions of gender and race, even as students negotiate gendered, racialized
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discourse of fitness in various ways.  First, fitness-based curricula may function to
reinforce dominant discourses about the girl’s ideal body.  As McDermott (2002) argues,
girls’ construction of their identities needs to move beyond meanings of appearance, and
girls should have the opportunity to experience their physicality in ways that are not
framed simply by dominant discourses of femininity.  Through mass media, dominant
discourses of fitness promote the image of slenderness and ideals of the lack of
muscularity among girls.  As evidenced by this study, girls can experience empowerment
through fitness practices and weight loss, but dominant discourses of fitness may also
negatively affect girls’ health.  White girls who become increasingly concerned about
thinness are prone to develop eating disorders (i.e., anorexia), and an obsession for a
slender form can result in problems of osteoporosis later in life (Rich et al., 2004).  Black
girls may also be trapped in discourses of Whiteness, and may disavow or reject positive
images of self in favor of the White ideal body.  Again, because fitness-based curricula,
like multi-activity sport-based models can produce and reproduce normalized discourses
of the body which posit male/female and Black/White in binary opposition, fitness-based
programs reinforce traditional gendered, racialized narratives for boys, as well as girls.
Fitness programs that focus on the development of size and power for boys,
intensify male self-regulation of their bodies, even to the point that boys may develop
“muscle dysmorphia” (Pope et al., 1998).  Further, fitness-based curricula may function
to reproduce discourses about girls’ lack of athletic prowess, limiting their opportunities
to engage in physical activities such as sports, and therefore limiting their opportunity to
master skills, and constraining or narrowing their sense of physicality, their bodily
experiences.  Fitness-based curricula may also alienate Black students, especially [in
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communities where] Black boys and girls express their “Blackness” by participating in
certain physical activities (i.e., basketball, football) that legitimate their cultural identity.
As we know, Blacks and especially Black women are the least active population and the
most at risk for health problems.  Emphasis on either sports- or fitness-based activities
pushes young Black women toward choosing among body narratives that may disavow
aspects of their identities.
In the effort to address these issues, physical education needs to be transformed in
a way that promotes the “politics of the body” through physical education practices.
Dominant notions of gender and race should not drive the physical education curriculum.
As fixed, biological and dichotomous categories (male/female, White/Black), gender and
race function to discipline young peoples’ constructions of their bodies and limit their
participation in certain physical activities.  Negotiations of dominant power relations may
be especially limiting for girls’ experience of their bodies because the bodies valued by
dominant discourses are themselves either constrained or unavailable.  By dismissing
gender and race as categorical binaries, physical education can provide girls and boys
experience in a variety of physical activities that can help them construct meanings about
the body that are not simply confined to losing weight or ideals of appearance, strength or
power, but that can help them construct positive, empowering and comfortable
physicality.
First, the gendered construction of the body as displayed by muscularity, strength
and power in opposition to slenderness, small size and lack of prowess must be
destabilized.  The “politics of the body” can be employed in physical education by
promoting awareness of gendered notions of slenderness or appearance and racialized
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notions such as the “hoop dreams” to help girls and boys in negotiating these ideologies
in relation to their body and physicality.  To face to the challenges of improving physical
activity and health of youth, cultural values about the body, and its representation in
dominant discourse (especially mass media) need to questioned in physical education
classes.
Second, physical education can provide “meaningful movement”: practices that
can allow girls and boys to construct meanings about their bodies that help them
understand the importance of active lifestyles through notions of health, fitness, but also
by mastering skills to enjoy physical activities such as sports; or as alternatives to sports,
physical activities such as outdoor activities, yoga, or martial arts.  Physical education
can promote a variety of practices for girls and boys to encourage them to experience
their physicality in multiple ways.
Third, the physical education curriculum needs to be extended outside of the gym
to enrich students’ everyday lives outside of school.  For example, the creation of
community partnerships can widen opportunity and access to physical activity and help
young people to be active outside of school (Azzarito & Ennis, 2003).  This is especially
important for underprivileged students for whom public recreational physical activities
within the community may be the only site for exercising besides physical education.
Lastly, we can learn from Precious’s experience and the pedagogy of her teacher.
By promoting a multiplicity of meanings about the body within the physical education
curriculum and by constructing the physical education class as a safe space, differences in
body size, shape, muscularity and physicality can be legitimated, recognized and valued.
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Physical education can be an educational space for the body to be, to transform, and to
positively and freely express the self.
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CHAPTER 4: GENERAL DISCUSSION
Recently, several national studies have reported young people’s low level of
participation in physical activity and health problems associated with inactvitiy (Healthy
People 2000; 2010).  Inactivity and associated health issues are even more serious for
girls than boys, for Blacks than Whites, and for youths from lower socioeconomic classes
than youth of the middle and upper classes.  In light of these national concerns, physical
education has been identified as a fundamental site for interventions.  Physical education
researchers have begun to examine the social construction of the body in relation to
young people’s engagement in physical education classes to address these problems.  The
purpose of this dissertation was to examine meanings young people constructed about
their bodies, how these meanings differed in regard to gender and race and how these
meanings related to their participation or lack of participation in physical activity.  To
address the purpose of this research, quantitative and qualitative methodologies were
employed.
The results of the survey (quantitative method) provided evidence that (a) the
relation between students’ Bodily Meanings and students’ engagement varied by physical
education participation level, gender and race; (b) the relation between Discursive
Constructs and students’ physical activity choice also varied by physical education
participation level, gender and race; and (c) Discursive Constructs predicted students’
physical activity choice in physical education classes (the choices resulted as gendered).
In general, boys were more active than girls were, and Black boys were more engaged in
physical education than White boys were.  Students (predominantly boys) who viewed
Bodily Meanings as important were more engaged in physical education classes.  For the
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race effect, Blacks valued muscularity and power, and size and appearance, academics as
more important reasons to engage in physical education than Whites. The gender and race
interaction revealed, however, that White girls rated academics lower than Black girls
and all males. Discursive Constructs were influential in producing gendered and
racialized practices and predicted students’ physical activity choices.
From the results of the ethnographic study (qualitative method), three themes
emerged.  First, students’ construction of the girl’s idea body centered on ideas of
thinness, slenderness, appearance and fashion in opposition to students’ construction of
the boy’s ideal body, which was conceptualized as muscular, strong, powerful, skilled
and athletic.  Further, students resisted conversations about race, although their
construction of the ideal body was racialized.  Lastly, students created narratives of their
own bodies, linking them to feminine and masculine conceptions of the ideal body; they
negotiated physical education practices by participating in these practices when they were
supportive of these meanings and resisted practices when they clashed with these
meanings.
As long as physical education discourses narrowly define gender identity within
conventional, binary notions of femininity and masculinity, girls’ may continue to resist
physical education because they view the practices of physical education as meaningless
to their bodies.  Girls’ participation in physical education may be limited to meanings of
appearance (Oliver, 1999; 2000; 2001).  Conversely, because boys are encouraged from a
young age to develop and express masculinity by participating in physical activities, the
development of their physicality and muscularity are supported, expected and maintained
by discursive constructs and practices.  Physical education constructed upon the notion of
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masculine and feminine bodies, masculine or feminine practices as binary opposites, will
continue to privilege boys’ participation in masculinizing physical activities, and will
continue to limit girls’ experiences of their bodies and construction of meanings about
physical activity that go beyond appearance and thinness, and thus create for them a
sense of disengagement from certain physical activity practices.
As long as physical activity practices are racialized, Black boys will view success
through the lens of sports, and Black girls will be trapped by oppressive power relations
at the intersection of gender and race.  The question of race needs to be addressed in
physical education classes.  The results of this study suggest that Black boys are very
active in high school and love physical education; this evidence contrasts Healthy People
(2010) data indicating Blacks lead inactive lifestyles and have high risks of health
problems associated with physical inactivity.  Yet, the results of this study concur with
other evidence from national reports (Healthy People, 2000; 2010), suggesting that Black
women remain the most at risk for health problems associated with inactivity.  This
specific issue demands immediate attention and further investigation.  Further, the most
at risk population, young people from lower socioeconomic classes, will also continue to
be at risk without the expansion of opportunities to be physically active outside of the
physical education classroom.  And while physical education may be the only site for
youth from lower socioeconomic classes to learn about physical activities, problems of
access remain for these individuals as they leave adolescence and public schooling and
enter adulthood.  Therefore, further investigations should address issues of social class at
the intersection of gender and race to understand how to construct more equitable
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physical education contexts and provide opportunities for all youth to learn about the
importance of physical activity in their lives.
Physical education pedagogy and curricula should create opportunities for girls to
explore their physicality not only through feminized practices, but through a variety of
physical activities (including alternatives to masculine hegemonic sports) and therefore
encourage them to construct positive and multiple meanings about their bodies.
Although boys are encouraged to participate in physical activities such as sports from the
time they are very young, masculinizing practices may also limit them.  To some extent,
the boundaries of masculinity may also constrain boys’ experiences of their bodies to
practices that only promote strength, power, muscularity, and intensify boys’ obsessions
with “bigness” (Leit, Pope, & Gray, 2000; Pope, Olivardia, Gruber, & Borowiecky,
1999).
By reconceptualizing physical education practices, physical educators can guide
students to construct meanings about the body that transcend our traditional
understandings of racialized “feminine” and “masculine” physical activities.  Physical
education curricula can be transformative by promoting awareness of gender and race
issues about the body among students; and by creating and offering a variety of physical
activities that recognize diverse goals: the mastery of skills, the development of strength,
power, and muscularity, as well as flexibility; and the understanding notions of lifelong
health, fitness and wellbeing for girls and boys.  Practices should build bridges between
the physical education classroom to the outside world (Azzarito & Ennis, 2003) to help
young people from lower classes limit health problems and overcome the lack of
opportunities they have to engage in physical activity in their communities.  Finally by
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degendering and deracializing curriculum, physical education practices can be
constructed within a pedagogy that encourages a sense of caring among young people
and an acceptance of many different bodies as healthy and physically active.
Future investigations should be conducted to examine pedagogical and curricular
practices that address the reconceptualization of physical education at the intersection of
gender and race; these practices should dismiss youths’ conceptions of the ideal body and
promote especially girls’ engagement in a variety of physical activities by creating a
more equitable contexts.  Because White and Black girls’ low level of physical activity,
the social pressure they face to become the ideal body and the limited development of
their physicality remain serious concerns, more in-depth investigations should explore
girls’ identity development in relation to their physicality and level of physical activity to
promote their participation in physical activity.  Similar to prior findings, in this research
Black girls were discriminated against by discourses of Whiteness in their expression of
the self through physical activities; therefore, research should investigate Black girls’
racial identity processes and their participation in physical activities in contexts where
they feel free to express themselves.  The replication of this project in a different region
of the country with a different youth population could also help understand how students’
view of the ideal body is constructed as a function of the context, and as a function of
participants’ age.  Further, future research should investigate the contradictory findings of
this research and prior data reported by Healthy People 2010.  While data reported by
Healthy People 2010 indicated Blacks’ low level of engagement in physical activity and
increasing risks of health problems, results of this research indicated that Black boys
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value and have high levels of participation in physical activity, and their identity
development processes resulted as linked to engagement in physical activities.
Finally, because Foucault’s theorization of the normal and disciplined body and
the relation of power/knowledge and truth does not apparently explain increasing rates of
obesity among youth, future theorization should investigate whether obesity and
individuals’ physical inactivity represent a form of resistance to dominant discourses of
the ideal body.  Theoretical questions also should be raised in terms of Foucault’s
discourses of power and the normalization of the body in poststructuralist theories.  Third
wave feminists interrogate to what extent these postmodern and poststructuralists theories
are a reflection of androcentric “absolute truth” which promotes and reproduces
patriarchal interests in maintaining institutionalized conceptions about the ideal body and
power relations.  The findings of this research call for theories from feminist standpoints
that can explain in greater depth women’s experiences of the body and their experiences
of participation in physical activities.  Therefore, theories that center on the development
of the self, identity formation, notions of agency and resistance may help to move beyond
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APPENDIX A: EXTENDED REVIEW OF LITERATURE
A Reconceptualization of Physical Education: The Intersection of Gender/Race/Social
Class
Abstract
Over the past several years, numerous reports have reported data documenting declining
participation in physical activity among youth.  We argue that the gender, race and social
class differences in these data have not been an important consideration, and that
understanding the implications of these differences is crucial for improving physical
education curriculum. Because schooling should carry the responsibility of educating
children to adopt and maintain a physically active lifestyle, the most prominent physical
education curriculum in the United States, the sport-based physical education curriculum,
requires the reconceptualization of current practice.  As a basis for this
reconcepualization, we begin by extending the analysis of gender as a unitary category to
a dynamic relational analysis of gender, race and social class.  Therefore, by using
feminism/poststructuralism as a theoretical framework, we deconstruct historically
dominant gender, race, and social class discourses around the body in sports and physical
education to demonstrate the fluidity and contradictory nature of these categories.
Finally, we conclude by highlighting the usefulness of feminism/poststructuralism for
investigating racialized masculinities and femininities in future physical education
research, and suggest pedagogical approaches that might further reconceptualize today’s
multiactivity sport-based physical education curricula and pedagogy.
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A Reconceptualization of Physical Education:
The Intersection of Gender/Race/Social Class
In the past several years, researchers and educators in physical education have
intensively explored ways to provide meaningful educational experiences to an
increasingly diverse American public school population beset with social and economic
challenges.  National reports provide alarming data about youth’s inactive and unhealthy
lifestyles and indicate growing national concern about promoting physical activity among
adolescents and youths  [U.S. Department of Health and Human Services (USDHHS),
1996; U.S. Public Health Service (USPHS), 1991; USDHHS, 2000).   Indeed, as
documented (McKenzie & Sallis, 1996), children who do not engage in physical activity
are likely to be inactive and therefore more likely to have health problems through
adulthood.
Although researchers in physical education (McKenzie & Sallis, 1996; McKenzie,
Marshall, Sallis, & Conway, 2000) have demonstrated considerable concerns about these
data, the racial, gender and social class differences of these reports have neither been
highlighted nor received much attention.  Healthy People 2010 (USDHHS, 2000) reports
that African Americans and Hispanics are generally less active than European Americans,
and that the heart disease rate is more than 40% higher for African Americans than
European Americans and that the percent of African American women who are obese is
80% higher than the percent of men (USDHHS, 2000).  Adolescents from low socio-
economic households are almost twice as likely to be overweight as are adolescents from
upper middle class families.  Due to economic hardship and stratified educational
opportunities (Ogbu, 1994), low socio-economic populations suffer the worst health
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status and have limited access to facilities or organizations promoting healthy and active
behavior (USDHHS, 2000).  The mandate of Healthy People 2010 to eliminate disparities
in levels of physical activity and health among all Americans makes explaining and
identifying sites of change an even more serious national concern.
Because physical education has been identified as an important site for promoting
physical activity among youth (USDHHS, 2000), more than ever, schooling needs to play
a fundamental role in teaching children and youth to learn to adopt and maintain a
physically active lifestyle.  But, to successfully realize purposes, schooling must also
address gender, social class, and racial differences in physical education curricula.  As
Lawson (1998) contends, it is time for researchers and physical educators to explore new
curriculum models and to provide opportunities for all students to engage in physical
activity.  It is time for physical education to rejuvenate, reconstitute, and transform itself.
In examining gender, race and social class issues, researchers should reconceptualize the
multi-activity sports based curriculum, the most prominent curriculum in physical
education of the past decade (Ennis, 1999).  Sport, as a social institution, plays a
fundamental role in creating sport-based physical education curricula.  According to
Ennis (1999), no curriculum in physical education “has been as effective in constraining
and alienating girls as that found in co-educational, multiactivity sport classes” (p. 32).
As she argues that it is not sports, per se, that constrain students’ experiences, but the
sporting environments that limit their experiences: students resist hostile co-educational
contexts.  Reforms of the predominantly sport-based physical education curriculum have
not been only proposed by American researchers, but by researchers and educators
elsewhere as well.  For example, recently British researchers argued for a reform of the
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traditional sport-based physical education curriculum by addressing issues of girls’ and
boys’ participation in physical education and in sport in relation to different forms of
physical culture produced in society (Kirk, Holroyd, & Gorely 2004).
While in the United States sports sociologists have offered critical perspectives on
culture, sport and race (Magdalinski, 1996) and explained racial, gender and social class
issues and their intersection as a social stratification process (Sage, 1990), an inquiry into
the production and interrelations of these categories in physical education contexts
remains a marginal area of study.  Therefore, to further understand these racial, gender
and social class discourses, researchers should explore the implications of these
categories within sport-based physical education curricula.  The purpose of this paper is
first, to re-examine gendered, racialized, and social class discourses of masculinity and
femininity in physical education sports-skilled based curricula; and second, to extend our
understanding of physical education pedagogy and curriculum and improve teaching and
learning in physical education settings.
To comprehend the complex social issues of the physical education classroom,
first we first extend the analysis of gender as a unitary category to a relational analysis of
gender, race and social class.  Second, we highlight the theoretical tenets of feminism/
poststructuralism as a useful framework for the following genealogical analysis.
Therefore, we deconstruct the intersecting categories of gender, race, and social class in
sports and physical education to demonstrate the fluidity and contradictory nature of
these categories.  Finally, we conclude with the implications of employing
feminism/poststructuralism in future research and effective pedagogical approaches in the
effort to reconceptualize sport-based physical education curricula.
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Extending the Discourse of Gender: A Dynamic Intersection
Schools and therefore physical education classrooms are not vacuums in which
teachers fill students with knowledge, rather they are sites of complex knowledge
building and socialization.  From this standpoint, learning is seen as socially constructed,
and the socialization process is a contextualized dynamic interplay among students,
teachers, curriculum, school and society (Azzarito & Ennis, 2003; Evans, 1986;
Fernandez-Balboa, 1997a).  Early studies on the socialization process offered alternative
perspectives on teaching and learning and addressed issues of equality and social justice
by employing critical theories in physical education.  For example, issues of social justice
in physical education emerged first as a gender issue and were explained, using a feminist
framework, through the notion of the  “hidden curriculum” (Bain, 1975, 1976).  Later, in
a series of feminist research studies, Griffin made a seminal contribution to research in
pedagogy (Griffin, 1983, 1984, 1985a, 1985b, 1985c) by providing evidence of gender
inequalities in physical education classes.  Boys discriminated against girls (Griffin,
1985a), dominated participation in team sports (Griffin, 1985c), and girls adopted
maladaptive behaviors such as giving up, giving away or acquiescing because of
privileged male practices (Griffin, 1984).
Vertinsky (1992) proposed addressing gender issues in physical education by
examining unequal gender power relations and transforming the patriarchal nature of
sport-based physical education curriculum.  Patriarchy is theorized as “a model of
oppressor/oppressed in which men possess and wield power over women, and women are
powerless” (Bordo, 1993, p. 191).  Oppression is defined as “injustice or excessive
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exercise of power or authority (James, 1993, p. 32) of a group, the dominant group
(boys), over another, oppressed group (girls).  Performance, power or strength represent
male standards in sport (Connell, 1995).  In patriarchal physical education classrooms,
according to Satina, Solmon, Cothran, Loftus, and Stocking-Davidson (1998) girls are
oppressed by boys because of boys’ competitive and aggressive behavior in the sport-
based physical education.  Lawson (1998) argues that despite Title IX and efforts to make
curriculum changes, the traditional multi-activity sport-based curriculum is still male-
based and dominant in the United States.
Girls’ circumscribed or negative experiences in physical education classes can, in
fact, limit girls' learning and their physical activity levels across the lifespan.  Girls are a
“problem” in physical education classes (Flintoff & Scraton, 2001; Wright, 1999).  In
fact, since the introduction of the “equal or similar opportunities” afforded by Title IX,
girls have been characterized increasingly as a problem, lacking skills and enthusiasm in
coeducational sport-based physical education classes (Flintoff & Scraton, 2001; Wright,
1999).  Wright (1999) reported that some boys also experience frustration and
embarrassment in physical education classrooms.  In boys-only classes where hegemonic
forms of masculinity were emphasized, boys who either were low-skilled or did not
perform their masculinity through aggressive and competitive behaviors were
marginalized and bullied.  Because boys, like girls, also experience marginalization and
disengagement in physical education classes, the analysis of gender, as Wright (1999)
and Flintoff & Scraton, (2001) point out, should go beyond theoretical approaches that
portray “girls as the problem.”
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While researchers have addressed gender issues, and debates on these issues
continue at the theoretical and practical levels, investigations about race and social class
as categories intersecting with gender in physical education are unexplored.
Contemporary curriculum theorists acknowledge that to extend our understanding of
girls’ experiences in coeducational classes, gender should be explored as dynamic, fluid
category related to race and social class (Penney & Evans, 2002).  Wright (1999) has
suggested that the marginalization of students resulted from power relations among
individuals and cultural constructions of femininity and masculinity.  Wright (1999), Kirk
(2002), Penney and Evans (2002), and Benn (2002) acknowledge the dynamic nature of
gender relations where masculinity and femininity intersect with categories of race, social
class, and sex.  If we are to endorse “talking gender” researchers should consider not only
the construction of femininity, but also the construction of masculinity (Kirk et al., 2003;
Penney & Evans, 2002; Messner & Sabo, 1990), and therefore the individual multiple
facets of identity embedded in specific social and historical contexts.
From this perspective, “girls” and “boys” are not homogeneous groups (Penney &
Evans, 2002); within groups there are differences related to social class, race and prior
experiences in physical activities or sports.  The complex web of femininity and
masculinity, race and social class in sports influences the ways teachers deliver
instruction and relate to students, and the ways girls and boys behave, and therefore
engage in the physical education sport-based curriculum.  Researchers have started to
explore the intersection of race/gender/social class and ability as a more powerful
theoretical framework for understanding the complexity of girls’ and boys’ relations and
their engagement in physical education classes.
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A shift in focus from away from the category “girls,” in this instance, requires a
parallel theoretical shift away from the notion of girls’ “oppression.”  Cole (1994) argues
that “the new agenda” in feminist studies, feminism’s third wave, should focus on
exploring power relations among sport, gender, sexuality, nature, the body, race, social
class and on reconceptualizing relations among these categories.  Although sport
sociologists have explored gender, race, and social class dynamics in the sports arena as
they influence participation in physical activities, physical education researchers have
barely investigated those relationships (Cole, 1994).  To extend the analysis of gender
issues to the intersection of gender, race and social class, in this paper we utilize
feminism/poststructuralism as a theoretical framework.  Therefore, in the next section, we
first explain the theoretical tenets of feminism/poststructuralism, and second provide a
brief overview of gendered, racialized discourses in physical education and sports.
A Feminist/Poststructuralist Theoretical Perspective
Feminism/poststructuralism allows a closer look at the complex socialization
process, especially the analysis of the intersection of race/gender/social class power
relations and resistance in physical education classes.  Ellsworth’s (1992) influential
study in education, “Why doesn’t this feel empowering?” has guided researchers to
reconsider traditional critical theories in favor of adopting feminist/post-structuralist
frameworks.  In an action research study employed in a graduate class, Ellsworth and her
students committed themselves to six months activism to transform racism, sexism,
ableism, homophobia, fat oppression, anti-Semitism and classism (oppressive hegemonic
forces) on campus. Despite the valid theoretical assumptions and purposes of
emancipatory pedagogy, Ellsworth found that, in practice, she and her students had begun
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to see themselves as “inhabiting intersections of multiple, contradictory, overlapping
social positions not reducible to race, or class, or gender, and so on” (p. 116).  Her work
captures the shift by critical theorists from the traditional concept of oppression/liberation
to a feminist/post-structuralist analysis of power – penetrating, circulating, produced,
multiplicitous and conflictual – and its relation to discourses of knowledge, truth and the
body, and resistance and agency for educational transformation.
Ellsworth relates the results of her action research to the ways that the discourse
of gender emancipation promoted by second wave feminism centered on the experiences
of White middle upper class women, and marginalized the experiences of African
American, Hispanic, American Indian women, and poor women (Brewer, 1993; hooks,
1990; 2000; Bordo, 1989).  To acknowledge diversity of experiences within the same
gender, feminist/poststructuralists recognize relations among gender, social class and race
and multiple political purposes (Weedon, 1997).  Indeed in feminism/poststructuralism,
Black feminists’ theoretical positions and experiences are recognized and legitimated.
For example, hooks argues that in second wave feminism, the double or triple oppressive
power relations (race, gender and class) faced by African American women in society
were not highlighted, and perhaps were discounted.  Ropers-Huilman (1998) asserted that
feminism must address the multiple meanings of diverse participants and suggests that
second wave feminism has tended to be most inclusive of middle class, White,
heterosexual women.
Feminism/poststructuralism re-addresses the notion of oppression of women,
minorities, or social classes by recognizing the multiple and overlapping effects of power
relations and resistance.  In order to destabilize universal notions of “oppression” and
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deconstruct given universal categories (i.e., gender, race, social class)
feminists/poststructuralists identify sites of power relations and resistance in their specific
historical context (Ropers-Huilman, 1998).  Power is neither oppressive nor repressive,
but circulating, produced and exercised from different points in mobile relations; and
generative, maintaining or reproducing certain discourses over others in specific settings
(Bordo, 1993; Foucault, 1980). Institutions such as schools, churches and communities
are sites of creation of cultural, political and educational discourses.  Through cultural
and institutionalized discourses, individual’s ways of being, practices and appearance are
produced or imposed in society (Weedon, 1987).
Crucial to the creation of dominant discourses is the relation among knowledge,
power, truth and political-social interests of the individuals who create and maintain
discourses.  Individuals position themselves differently within this system of dominant
discourses given their historically specific contexts, and discipline themselves through
self-surveillance and self-correction or resist dominant discourses (Foucault, 1980).
Feminist/poststructuralist theory in education acknowledges individual agency as a way
of resisting dominant discourses, disrupting and transforming power relations.  By
dismissing patriarchy as an oppressive force, we can identify not only sites of power but
also sites of resistance –individuals have conflictual and fluid identities and are agents in
negotiating the complexity of intersecting gender, race and gender power relations
(Azzarito, Solmon, Harrison, 2002; Munro, 1998).
Feminism/poststructuralism recognizes discursive categories of race and gender
as embodied, multiplicitous and overlapping, constructed and performed by individuals,
dismissed and re-created through historical contingency and context through the
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continual and dynamic process of power relations, resistance and agency.  Therefore,
historically contingent discourses of gender, race and social class are useful to understand
individuals’ power relations as multiple and intertwining with specific context and
historical moment.  A genealogical work in physical education contributes in demystify
historically constructed “absolute truths” and locating sites of the production of this
knowledge.  In this case, schools are institutions that produce racialized, gendered and
classist discourses, through physical education curriculum and through sports, to which
the curriculum is inextricably related.
To begin a reconceptualization of sport-based physical education curricula, an
analysis of cultural, educational and political discourses of race, gender and social class
around the body is necessary.  Pinar (2001) explains that part of political and pedagogical
action and change is recalling the past to understand the creation of discourses of racism
and its relation to sexism and classism.  An overview of the construction of modern
discourses of gender, race and class in physical education and sports follows.  The
purpose of excavating these discourses is to provide a backdrop for understanding how
social forces at play in the realm of sports are negotiated in the classroom today.
Discourses of Racialized Feminine Bodies
Discourses of womanhood: “Playing like a girl”.  “…given women’s evident
enjoyment of such ‘masculine’ pursuits, could the ‘athletic girl’ (and thus, the modern
woman) reap the benefits of sport (and modernity) without becoming less womanly?”
(Cahn, 1994, p. 8).
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Teachers’ and coaches’ comments about boys “playing like a girl” are diffuse in
today’s physical education classrooms (Wright, 1999).  The phrase “playing like a girl”
reveals two assumptions about the construction of girlhood: inferiority of skills compared
to boys, and the continued perception of girls as a problem in physical education.  Recent
research on girls in physical education also characterizes them as “a problem” (McKenzie
et al., 2000).  Flintoff and Scraton (2001) argue that girls are perceived as a problem in
co-educational physical education classrooms because the educational environment
produces and reproduces discourses femininity and motherhood.  Until researchers
deconstruct these discourses as they operate in physical education classrooms, the notion
that girls are the problem will persist.  Research that adopts tools for understanding how
individuals -- males and females, teachers, students, coaches and parents -- participate in
the educational setting is necessary to move beyond essentialist assumptions about male
oppression and female helplessness.
Vertinsky (1994) presents a historical project explaining how the influence of
racialized and gendered discourses around the body produced gendered and racialized
physical activities at the turn of the 20th century and instigated the development of
physical education curriculum.  The female body was theorized as “naturally weaker”
“unable” and “passive,” and therefore with naturally inferior physical ability compared to
the male body.  Doctors and educators discouraged girls from engaging in competitive,
strenuous physical activities because of perceived dangers to their reproductive systems.
They instead encouraged White upper middle class girls to engage in “moderate”
physical activities, such as walking, gardening, and “homely gymnastics.”  A
consideration of the role of girls as mothers was also an important aspect of modern
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theories of physical education for women and physical activity in general.  Socially
constructed ideas of “feminine” physical activities aimed to energize White girls’ bodies
as a function of “motherhood of the country” (Cahn, 1994; Vertinsky, 1994).  Physical
activity was promoted as a means for White upper-middle class women to become
“maternal guardians of virtue and domesticity” (Bederman, 1995).  Because African
American girls were thought to be racially inferior, they were excluded from these
Anglo-Saxon discourses of womanhood and related practices of physical activity.
Essentialist biological arguments and patriarchal discourses in the field of medicine,
psychology, and sociology produced knowledge about the male and female body that
influenced theories of physical activity and dictated norms of behavior.
Those norms produced a gender binary construction that served and maintained
male hegemony in the educational, medical and social systems.  Boys were seen as
physically superior to girls, and they were encouraged to participate in sports and
physical activities that promoted strength, power, courage, and physical skills in order to
develop “masculine traits” and become “men” (Cahn, 1994; Vertinsky, 1994).  These
discourses, based on stereotypical attitudes about gender, functioned to promote, but also
channel women’s and men’s participation into particular physical activities (“feminine”
physical activity v. competitive sports), thus legitimating and maintaining socially
constructed gender roles and the racial order of Anglo-Saxon supremacy.  Educators’,
physical educators’, sportsmen’s, and doctors’ beliefs and assumptions about gendered,
racialized bodies defined “femininity” and “masculinity” through the practice of specific
physical activities in physical education and sports.
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Azzarito (2001) explains how, during this same period, Darwinian theories
reinforced medical assumptions about “womanhood” and “manhood” and therefore
maintained gender division and control of women’s bodies as part of a natural social
order.  In an attempt to “unsettle the body” and engender history in physical education,
she deconstructs discourses of physical activity in the playground movement which
influenced and preceded the legalization of physical education in school, by highlighting
conflictual gendered and racialized discourses of “democratic play” and “civilized play”
that emerged at the beginning of the 20th century.  Assumptions about play for
civilization echoed Darwinian and eugenicist ideas of evolution and “the perfect
civilization” that contributed to the notions of gender and race as a natural, biological,
binary difference.  At the same time, women educators’ conflicting discourses promoted
democratic play on the Settlement House playgrounds by resisting and disrupting
dominant gendered discourses around the body and physical activity.
Physical educators’ and sports advocators’ competing discourses around the
woman’s body created controversial issues about physical education school curriculum
and the role of sports in schooling.  On one hand, women physical educators opposed
women’s competition to protect their influence in a women’s sphere, education, by
maintaining their appropriation and control over women’s physical education curriculum.
By participating in and supporting doctors’ and educators’ biological arguments about
female “difference,” they argued for a separate gender physical education curriculum that
would develop the total realization of womanliness (Cahn, 1994).  Women physical
educators participated in biological discourses of femininity, and negotiated power
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relations by resisting the context of sports because they feared the male appropriation of
sports and the political influence of sports in physical education.
On the other hand, with growing political and social interest in sports, men’s and
women’s sports advocators of female athleticism and competition challenged the
biological notion of womanhood and regimental exercises for women.  Women’s success
in sports contributed to their visibility and produced economic and mass media interest in
women and sports.  Women’s participation in competitive sports over the century has
significantly contributed to the re-construction of the “modern woman” challenging the
biological argument of women’s physical inferiority and engendered sports by
demasculinizing the notion of competition (Cahn, 1994).  The recognized entrance into
sports by African American women in the 1930’s, and then especially in the 1950’s
(because of the Cold War), again contested the notion of womanhood, influencing
discourses of physical activity in terms of gender, race and social class in new directions.
Transformations in physical education curricula and in women’s and men’s
competitive sports reflect shifting conceptions of gender, race and class as they are
entangled and conflict with political, cultural and educational discourses in the modern
era.  Explorations of discourse around conceptions of womanhood and manhood in
physical education “unsettle the body” by demonstrating how notions of femininity (and
masculinity) are fluid and contradictory through the location and analysis of subjects’
contexts; women’s conformity or resistance to social ideals of femininity is contingent
upon historical specificity.  In contrast to essentialist and biological notions of
womanhood, “femininity,” from this perspective, is an expression of historically
contextualized power-knowledge relations.
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“Ain’t I a woman”?: Racialized discourse.“When the African American sports
woman looked at society and physical education and sports systems to clarify and define
her, she found that her images were either distorted and inaccurate or absent” (Oglesby,
1981, p.3).
In a speech, given in 1851, an African American woman, Sojourner Truth,
questioned “Aint’ I a woman?”  Not only denigrated by White men, she was also ignored
by White women (Corbett & Johnson, 1993).  Theories of White middle upper class
women’s experiences and womanhood cannot be generalized to account for the
experience of African American, Asian American, Hispanics and Native American
women in society, physical education and sports (Birrell, 1990; hooks, 1981).  In
coeducational and increasingly multicultural classrooms, assumptions of unity and
sameness of oppression (i.e., gender oppression, racial oppression, class oppression) can
limit our understanding of classroom differences and its complexity in terms of gender,
race, and social class among teachers, students, institutionalized practices and the
historical moment.
In efforts to explain girls’ physical inactivity, researchers continue to use theories
of girls’ oppression that are universal narratives, exclusive of the experience of minority
women (i.e., African Americans, Asian Americans, Indian Americans, Mexican
Americans) in physical education classes.  As such, physical education research has not
adequately accounted for the differences in participation in physical activity among
women and men of different races and social classes.  For instance, Healthy People 2010
(USDHHS, 2000) provides evidence that European American girls are more active than
African American boys and much more active than African American girls.  Although
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data indicate the overwhelming presence of African American women in basketball and
track and field at the college level (90% of African American women attending Division I
NCAA schools receive athletic scholarships to those schools) (Smith, 1992), according to
Healthy People 2000 African American women have high rates of inactivity in physical
education classes, and the highest percentage of obesity and related diseases among all
populations surveyed.
Barbee and Little (1993) argue that the poor health status of the African American
woman is the result of gender, racial and social class power relations they negotiate in
society.  Rather than viewing race in terms of power relationships, we have continued to
treat race as a variable, and have focused almost exclusively on the experiences of Black
male athletes (Birrell, 1990).  Feminists/post-structuralists attempt to deconstruct and
historically locate notions of the African American woman in physical education, sports
and society to provide a starting point for the exploration of physical activity patterns of
African American women.
Barbee and Little (1993) explained how the historical construction of African
American images (i.e., the mammy, the matriarch, the welfare mother, the Jezebel) have
functioned as powerful ideologies that maintain and reproduce their exploitation and lack
of resources in the workforce, in education, and in disease prevention and healthcare.
Dominant cultural discourses around the African American woman have contributed to
the creation of the African American woman as the “stranger” or the “Other.”  Collins
(1990) contended “the enslaved African woman became the basis for the definition of our
society’s [Western] Other” (p. 68).  The other not only functions as a way to maintain the
interlocking systems of race, gender and class, but also as a way to reproduce a social,
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moral order in which people are positioned at the margins; the difference of the
marginalized “Other” maintains the mainstreamed center, the “normal.”
According to African American feminists, the objectification of the African
American woman, based on oppositional difference from the mainstream view of
womanhood, is central to understanding the intersection of gendered racialized
stereotypes.  The oppositional difference emerges from Western philosophical traditions,
and it is an important component of systems of domination: Black/White, female/male,
culture/nature, reason/emotion or mind/body (hooks, 1990).  Each Cartesian dichotomy
represents a philosophical standpoint on notions of inferiority and superiority.  By
exercising power over subordinate groups, dominant groups attempt to objectify them.  In
this case, the Black woman is objectified not only as “sex object” (like White women) but
also historically as an animal, “mules uh de world,” more “natural” and less human than
the White woman, and today envisioned as domestic workers (Collins, 1990).  To resist
the creation of those images and disrupt gender, racial binary embedded in Western
thinking, Black feminists and feminist post-structuralists recognize subjectivity as a
central theoretical tenet.
The continuum from objectivity to subjectivity is central to the move from social
feminism to a post-structuralist view.  From a social feminist view, women, minorities,
and low SES individuals are objects of oppression.  The notion of individuals as subjects
rather than objects is perhaps the most fundamental aspect of feminism/poststructuralism.
According to Collins, as objects, individual’s realities, identities, and histories are defined
and created by others.  As subjects, individuals are active agents who establish their
identities and define their realities.  From a feminist/post-structuralist perspective,
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African American women are viewed as active agents in their resistance against
racialized, classist, and gendered barriers in society.  The portrayal of individuals as
victims of oppression on the basis of race, gender, or social class in a social feminist view
is disempowering, because it denies human agency, patronizing and immobilizing them
against the invincible oppressor (James, 1993).  This concept of human agency is central
to understanding how African American women negotiate power relations within
gendered, racialized and classist contexts (Ward, 2000).
While feminist/post-structuralist researchers in education have begun to consider
Black women’s participation in and resistance to dominant discourse (Crocco, Munro,
Weiler,1999; Munro, 1998), in the literature of physical education and sports, the figure
of the African American woman is invisible, nearly absent.  Historians (Cahn, 1994;
Gissendanner, 1996; Vertinsky, 1994) have highlighted how the figure of the African
American woman was excluded from Anglo-Saxon discourses of womanhood (White
middle upper class woman), marked only by her negation.  The racialized African
American female body was portrayed as “mannish,” “aggressive,” “animalistic,” and
depicted as virile or mannish, essentially inferior to the White woman.  In opposition to
the construction of “womanhood” as “feminine,” “fragile,” “weak,” and “delicate,” the
African American figure has been constructed as “aggressive,” “independent,”
“dominating,” and with “primitive uncontrollable sexual urges” (Cahn, 1994; Corbett &
Johnson, 1993; Gissendanner, 1996).  Within dominant Western discourses, the African
American woman becomes the “Cinderellas of sports” (Cahn, 1994).  Gender discourses
in physical education and sports intertwined with discourses of race and social class,
channeling women into or constraining their participation in different sports over time.
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Because of poverty and racism, African American women did not emerge onto the public
playground and or enter the sports arena until the 1930’s, and when they do they are
channeled into “popular” sports such as basketball and track and field (Cahn, 1994;
Gissendanner, 1996; Smith, 1992).
Although these racialized, classist and gendered Western discourses have
contributed to channelling African American women into specific “aggressive” and
“explosive” sports such as basketball or track and field, Cahn (1994) also explains how
African American women’s involvement in sports was a site of personal and social
transformation.  Over the 20th century, African American women resisted class, racial and
gender power relations by negotiating their roles and socially constructed stereotypes.
African American women’s success in track and field and basketball has also represented
a symbol of pride within African American communities that strengthened beliefs and
fought against racism (Birrell, 1990; Cahn, 1994).
Because African American women are the lowest paid group in American society,
their socioeconomic conditions limit African American girls’ participation in sporting
experiences outside of school such as tennis, golf and swimming (Smith, 1992).  Smith
maintains that not only recreation organizations or public sports programs are responsible
for changing African American women’ s patterns of physical activity, but that schools
and physical education classes should bear responsibility as well.  The high visibility of
African American women in track and field and basketball produces their high
invisibility in other sports; it contributes to the creation of dominant discourses that
influence physical education teachers and coaches to channel them into the stereotypical
gendered and racialized sports (Hargreaves, 1986; Oglesby, 1981; Smith, 1992).  Images
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of the African American woman as the “other” persist in the present and that is reflected
in the dearth of research on African American girls’ experience in sports, and the
alarming data on African American girls’ levels of physical inactivity reported in Healthy
People 2000 [US Public Health Service (USPHS), 1991] and 2010 (USDHHS, 2000).
Discourses of Racialized Masculine Bodies and Practices
“…boys are encouraged to experience their bodies, and therefore themselves, in forceful,
space occupying, even dominating ways…” (Whitson, 1990, p. 23).
To fully explore the intersection of gender, race, and class from a feminist/post-
structuralist perspective, it is necessary to examine not only how femininity had been
historically constructed, but also the construction of masculinity.  Central to the social
construction of masculinity and femininity are the ways boys are socialized to experience
their bodies, and consequently themselves as aggressive and dominant (Whitson, 1990).
Institutions such as schools are sites of creation and reproduction of masculinization
practices through sports, fostering male hegemony and privilege (Bryson, 1987; Whitson,
1990).  Dominant masculine educational, political and cultural discourses, especially in
physical education classes, privilege particular ways of being such as manliness in
Western society.  Teachers, coaches, parents, principals, sports advocators, and educators
may participate in discourses of masculinization by encouraging boys to participate in
“empowering” physical activities through which boys learn how to achieve power,
develop force and skills (Whitson, 1990).  Socialization processes are seen therefore as
“natural” gendered practices rather than collective patterns of behavior that maintain and
reproduce a gender order.  Because of differences among African American’s and
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European American’ s boys participation in sports and physical education classes the
formation of masculinity is not only gendered, but also racialized (Harrison, Azzarito &
Burden, in press).
By understanding the formation of masculine discourses promoted through
physical education, researchers and educators may identify sites of resistance in and
outside of school and foster agency for social change.  Feminism/poststructuralism
provides theoretical tools for recognizing the historical social construction of masculine
sports discourses institutionalized in schools and allows us to dismiss them.  This
approach allows researchers not only to disrupt universal systems of masculine power,
such as patriarchy that assume women’s oppression, but also to recognize women and
men as agents in resisting and dismissing those discourses (Pinar, 2001; Weedon, 1997).
Pinar (2001) expresses serious concern about hegemonic, socially pervasive construction
of White masculinity in America and power exercised by White men; he argues for
historical consciousness for understanding construction of masculinites and how they
intersect class, gender and race power relations in today’s society.
The early twentieth century produced masculine practices of the self, intertwined
with discourses of race and gender, that spurred the growth of mandated physical
education (Azzarito, 2001).  Similar to the effects of Anglo-Saxon discourses of
femininity on White girls’ participation in physical activities, modern discourses of
manhood were clearly defined and controlled to create and reproduce “White
masculinity” through White boys’ participation in physical education classes and in the
sports arena, as Theodore Roosevelt himself contended (Bederman, 1995; Kidd, 1990).
Male physicians, sports advocates and physical educators promoted “manly sports” and
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contributed to the legalization of physical education in school to preserve sports as a male
domain.  Sports and physical activities specifically encouraged or promoted as male
played a fundamental role in socializing and teaching boys to become “men” at the turn
of the century.  In the Victorian age, gender ideologies strictly demarked two separate
spheres, the notion of manhood, just like the notion of womanhood, was created and
reinforced in the modern era (Bederman, 1995; Crosset, 1990; Pinar, 2001; Vertinsky,
1994; Whitson, 1990).
In this period, the influence of Social Darwinism produced discourses of
manliness entangled with discourses of civilization, evolution and White male
supremacy.  Civilization evolved through precise stages, from “primitive” stages to
“valuable” civilization, and ultimately, the achievement of The Perfect Man (the Anglo-
Saxon upper-middle class man).  The perfect man, the White man, inherently possessed
the gender superiority, the racial genius and the physical superiority over primitive darker
races (Bederman, 1995). The modern discourses of manhood and womanhood defined
traits, attributes and sex roles within which or against which the individual positioned
herself or himself.  For example, the White middle upper class man embodied traits such
as self-reliance, strength, resolution, bravery, honesty, muscularity, manly character and
control over primitive impulses and female emotions.  Also, competition and physical
challenges contributed to making the White man, a superior man.  Defining “civilization”
as manliness and Whiteness enabled middle class White men to assert and maintain their
dominance at the expense of race and gender equality (Pinar, 2001).
Sports and physical activities that emphasized strength and power as practices of
the body were essential to the dissemination of discourses of modern
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manhood/manliness.  Manhood was characterized by “chest-thumping virility, vigorous
outdoor athleticism, and fear of feminization” (Bederman, 1995, p. 7).  Discourses
around White masculinity were produced and displayed through social and political
racialized discourses in physical activity and sports, epitomized by White muscular
figures of strength and prowess, like Houdini and Eugene Sandow, the first popular
American bodybuilder (Kasson, 2002).  Aggressive and competitive sports and physical
activities such as boxing, body-building, baseball, physical training and performance of
power and strength through physical contests contributed to construction of the White
male body as strong and powerful.  In this period, even President Roosevelt supported the
creation of physical activities and sports spaces to facilitate the passage from boyhood
into manhood.
The “Negro male,” different from the White man, the civilized man, was less than
a man; he was a primitive man.  Non-White men and women were savage, unsexed, and
primitive, an emotional, and uncontrolled aggressive inferior species naturally unable to
evolve into “perfect manhood and womanhood” (Bederman, 1995).  While the African
American woman’s participation in physical activity was not even acknowledged in
discourses of womanhood (Cahn, 1994), the African American man’s participation in
specific sports, such boxing, was feared as a threat to the supremacy of “White
masculinity.”  The bout between Jack Johnson, an African American boxer, and Jim
Jeffrey, referred to as the “White Hope,” epitomized this phenomenon (Bederman, 1995;
Pinar, 2001).  The fight became an event of significance, and the illusion of White
supremacy was at stake.  When Johnson won, the portrait of the evolved, civilized Anglo-
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Saxon manhood was tarnished, and riots and White assaults against Blacks erupted across
the country.
These discourses of racialized masculinities need to be understood in their
historical and contextual specificity, as this example demonstrates.  Because of the fluid
and conflictual construction of these categories, as feminists/post-structuralists argue,
individuals’ bodies perform and transform race, gender and social class based on the
multiplicitous creation and re-creation of dominant discourses that change over time.
Racialized and gendered discourses have reversed the Anglo-Saxon notion of intellectual
and physical superiority by re-creating new discourses around the male body: the African
American body is today perceived as physically superior and intellectually inferior to the
European American body (Harrison, 2001b).  African American boys are encouraged to
pursue sports careers instead of educational goals (Harrison & Harrison, 2002; Harrison,
Azzarito & Burden, in press).
Messner and Sabo (1990) identify physical education classes and sports as sites of
the production of masculinties, and of gender and racial order.  Institutionalized practices
of physical education associated with sport-based curriculum are characterized by
Whitson (1990) as masculinizing.  He argues that external pressures and rewards
associated with the formation of masculine identity associated with the idea of "boys
becoming men” reproduces structures of gender relationships.  Gender and racial power
relations are institutionalized in schools through sports social practices in physical
education classes.  By encouraging students’ participation in specific physical activities
and promoting gendered or racial physical activities (i.e., basketball, track and field,
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dance or football), boys learn to become White or Black men and girls learn to become
White or Black women.
Sports and physical education classrooms are also sites of production of
discourses that police or enforce dominant ideas of masculinity.  For example,
participating in physical activities such as football, rugby and ritualized aggression in the
locker room, boys can also learn to be aggressive, misogynistic, homophobic and
dominating (Messner, 1988; Messner & Sabo, 1990; Pinar, 2001; Whitson, 1990).
Football, in particular, has been characterized as a “masculinity-production-validating”
dimension of cultural features such as competitiveness, success, aggression, violence,
gender superiority and respect for male authority (Sabo & Panepinto, 1990).  Similarly,
Bryson (1987) has viewed sports contexts as sites of the construction and reclamation of
masculinities.
Masculinity, similar to femininity, is racialized, or constructed in racial terms.  To
resist White masculinity, African American boys “play cool” (Harrison & Harrison,
2002; Majors, 1990).  “Playing cool” expresses a range of attitudes, feelings, and
lifestyles of hypermasculinization.  It is a form of resistance to Whiteness, a way of
proving Black dignity to White men, and also an expression impossible for White men to
copy (Harrison & Harrison, 2002; Majors, 1990; Pinar, 2001).  “Playing cool” becomes
“a routinized, stylized method for expressing the aggressive masculinity” and building
character and pride among African American men (Pinar, 2001, p. 886).  Coolness is an
example of human agency; it is an expressive lifestyle, a “survival strategy” adopted by
African American boys to respond to White America.  The message is “see me, touch me,
hear me, but, White man, you can’t copy me!” (Majors, 1990, p. 110).  In the realm of
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physical education and sports, the cool pose is epitomized by African American
professional athletes in basketball and football, for example, in their victory dances and
hair styles, in the attitude with which they wear their clothes, and even in their
approaches to sport (i.e., “the slam dunk”).  African American men’s agency is also
expressed by “playing cool” on the playgrounds, outside of schools, in response to lack of
resources and facilities of poor communities (Majors, 1990).  In contrast to the
stereotypical belief of African American physical superiority, Harrison (2001) offers data
on the high rates of obesity and physical inactivity reported in Healthy People, 2010
(USDHHS, 2000) as a juxtaposition to the stereotypes and assumptions of dominant
discourse about African American superiority in sports.
Implications of Feminism/Poststructuralism in Physical Education Research
Several recent reports reflect a trend in American society toward low individual
engagement in physical activity and high risk for diseases often associated with
inactivity, like obesity and heart disease, especially for women, racial minorities and
individuals of low socioeconomic status.  Because of these trends (Healthy People 2000,
2010), physical education has been identified as an important site for changing youths’
levels of participation in physical activity (McKenzie & Sallis, 1996).  Especially for the
at-risk student population, individuals from lower classes, minorities and minority
women, physical education plays a fundamental educational role in today’s American
public schools.  Physical education is the only school space through which youngsters
can learn about the importance of physical activity in their lives.  Public sports facilities
and public educational institutions like schools often provide the only opportunities
members of these groups have to engage in physical activity. It is therefore critical that
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researchers and educators ensure that schools provide the opportunities for all children to
be education about the value of lifelong physical activity.  While the sport-based physical
education curriculum remains the dominant curriculum in American schools, researchers
have highlighted its inefficacy.
This curriculum as presently implemented is problematic in that it seems to be at
root of student’s disengagement in physical education (Ennis, 1999; Lawson, 1998).  This
curriculum produces a physical culture that young people embody and exhibit: young
people display forms of physicality through their habits by accepting or rejecting specific
physical activities (Kirk, et al., 2003).  In this paper, by employing
feminism/poststructuralism, we deconstruct historical discourses of gender, race and
social class; we theorize that the inefficacy of the traditional sports-based physical
education curriculum is also the result of an intersection and production of gendered and
racialized discourses around the body that function to channel or constrain girls’ and
boys’ participation into specific physical activities in physical education.  The production
and intersection of these discourses function to discriminate against the participation of
girls and low skilled boys in physical activity, and channel girls and boys into racialized
or gendered physical activities in physical education classes.
Yet, for researchers and educators many unanswered questions remain regarding
governmental reports which indicate low levels of participation in physical activity by
African American females and people of low socioeconomic status.  How can the
curriculum be reconceptualized to reach, to empower girls and boys of different
ethnicities and social classes to express their bodily capacities freely and fully, and to
learn about the fundamental role of physical activity in their lives?
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The implications of this paper are several, at the theoretical and practical levels.
First at the theoretical level to begin a reconceptualization, we have suggested that
adopting feminism/poststructuralism can be useful because it questions day-to-day
gendered and racialized educational practices and socialization processes which endow
privileges upon individuals whose identity is constructed upon dominant cultural,
economic and political discourses (Weedon, 1997).  Therefore, feminist/poststructuralism
can provide a more in-depth analysis of the intersection of race, gender and social class
issues in multi-activity sport-based physical education curricula because it considers the
impact of institutionalized sports discourses in physical education over time, as well as
the responses of individuals to those normalizing discourses.  To this end, by recognizing
the individual’s agency to negotiate power relations embedded in the classroom, this
theory can be useful for developing strategies to resist and subvert dominant discourses in
the classroom, change power relations, and improve student engagement in physical
education classes.  As a result of this genealogical paper, we highlight how dominant
discourses such as “playing like a girl”, the stereotype of the African American female as
“the Other” and stereotypical views of African American physical superiority and
intellectual inferiority in physical education classrooms involve both embedded socially
constructed reality (dominant discourses of femaleness and maleness and athleticism),
and historical contingency.
Second, at the practical level, curriculum interventions (Ennis, 1999) and
pedagogical approaches for change can be implemented in physical education to
challenge dominant discourses and construct physical education classes as more equitable
educational contexts (Azzarito & Ennis, 2003; King, 1994; Pearce, 1999; Lock, Minarik
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& Omata, 1999).  For example, the Sport for Peace (Ennis, 1999) and Sport Education
curriculum models (Siedentop, 1994), as well as pedagogical approaches based on
Nodding’s (1994) ethic of care have shown promise in physical education public schools.
By implementing the Sport for Peace model in physical education classes, girls felt less
alienated and boys unlearned forms of performance and aggressive physicality.  By
providing students ownership over the curriculum within caring contexts, Ennis’ (1999)
intervention enhanced positive, supportive, and peaceful boy-girl interactions.  By
moving “Toward a socially constructed physical education”, a sense of community and
connection among students and teachers in physical education may facilitate students’
acceptance of diverse skills and ways of being (Azzarito & Ennis, 2003).
In addition, Lock, Minarik and Omata (1999) provide evidence that adopting
direct instructional approaches deeply grounded in an ethic of caring (Noddings, 1984)
are useful for confronting, challenging and dismissing children’s common sense
assumptions about boys’ athletic superiority and girls’ inferiority, “playing like a girl”. In
this action research project, Lock et al. (1999) found that by creating positive educational
contexts that fostered gender equity, the two teachers reconstructed gender relations
among boys and girls.  Boys learned how to respect differences in boys’ and girls’
experiences of movements and capabilities and girls started to exhibit more self-
confidence and self-esteem and appreciation for skills.  However, reconceptualizing
physical education requires that such curriculum models recognize not only gender
issues, but also the ways that race and socioeconomic class influence the classroom
community, and therefore acknowledge students’ resistance to or participation in physical
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activity, and teachers’ and schools’ roles in youths’ health and physical activity
promotion.
While Lock et al. (1999) provide a useful pedagogical example in adopting open
conversations to destabilize children’s stereotypical views of gender, open conversations
about race remain stifled in the field of physical education (Harrison, 2001b).  Racial
issues are a “silenced dialogue” in the realm of physical education.  To untangle these
issues researchers in education and physical education have advocated for opening
dialogues about race among students, teachers and researchers (Delpit, 1993; Harrison &
Harrison, 2002; King, 1994; Pearce, 1999; Pittman, 2003).  In education, Delpit (1993)
explained the “silenced dialogue” as a problematic communication across cultures in
addressing issues of power.  Within a dominant culture, minorities’ and poor children’s
voices are marginalized.  According to Delpit (1993) the voices of poor children and
children of color must be heard; their experiences must be acknowledged, recognized and
validated in order to allow them to participate fully in the classroom and in society.
To break the “silenced dialogue” in physical education and “win the race against
racism”, King (1994) proposes the inclusion of critical pedagogy in physical education:
self-examination, critical thinking, respect and intolerance toward racism.  King (1994)
argues for a racially responsive pedagogy to disrupt racial segregation and patterns of
participation in physical activity often produced by teachers in physical education classes
and coaches in school athletics.  Prejudice and discrimination is enacted when teachers or
coaches channel African American students into racialized physical activities such as
basketball or football (King, 1994).  For example, Harrison, Azzarito and Burden (in
press) provide evidence that the stereotypical view of African American physical
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superiority is believed by students, produced and enmeshed in the school physical
education and sport culture.  In addition to the inclusion of critical pedagogy in physical
education, Pearce (1999) suggests working closely with minority groups to revise and
create effective programs in addressing cultural differences in American society.
Similar to Pearce’s and Kings’ perspective, Harrison et al. (2002), Pittman (2003)
and Sparks (1994) advocate for the inclusion of culturally relevant pedagogy in teacher
education programs, as well as in physical education.  Because the teacher education
programs are sites of production of dominant discourses about physical education,
teacher education students can change their practices and influence sport-based pedagogy
by understanding the social and historical production of this knowledge.  Otherwise
students will maintain beliefs and reproduce dominant gendered and racialized physical
education discourses.  For example, Harrison et al. (2002) argues that understanding the
development of African American racial identity through the Nigresence process is “…an
invaluable tool for teachers and other professionals working in diverse environment with
African American youth” (p. 131).  Indeed, to construct culturally relevant programs,
especially for African Americans, Pittman (2003) argues  that teacher educators should
incorporate Afrocentric paradigms in their pedagogical approaches and curriculum
development.
Lastly, pedagogical approaches for change in physical education must recognize
students’ differing opportunities to maintain or improve their physical activity levels
outside of physical education classes.  Pittman (2003), for example, has highlighted how
the recommendations of Healthy People 2010 (USDHHS, 2000) to allocate more time to
physical activity do not take into account the limited social, educational and economic
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resources of lower income youth.  Discrimination against lower classes and minorities
takes concrete form when health disparities and physical activity levels are the result of
limited access to facilities and stratified educational and social barriers (Pearce, 1999).
Issues of social class in relation to individuals’ participation in physical activity have not
yet been explored in the field of physical education, and investigations of social class in
the realm of sport sociology tend to focus on the connections between class, ethnicity and
professional or collegiate athletics.  Several sport sociologists have studied the over-
representation of African Americans in sports such as football or basketball as a function
of social class (Eitle & Eitle, 2002; Wilson, 1978); while other researchers have argued
that this relationship is more complex and tied to identity processes and cultural
differences (Harrison et al., 2002; Akom, 2000; Goldsmith, 2003).  More in-depth studies
on how social class relates to individuals’ participation in physical education classes
would be useful for improving curriculum; however, it is clear that public schools play a
vital role in providing opportunities for youth of lower social classes to become
physically active.
In conclusion, questions of race, gender and social class and identity processes in
physical activity need to be addressed in order to face the health disparities among
American youth and improving the quality of the physical education curriculum.  The
voices of youth of different races, genders and social classes must be heard and
legitimated in physical education.  To reconceptualize the predominant multiactivity
sports-based curriculum, the field of physical education needs to open and embrace a
complicated dialogue across cultures, histories, individual identities and ways of being.
As Pinar (2001) explains the word “Curriculum” understood as currere is a form of
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complicated conversation about dominant school curriculum at the intersection of
racialized and gendered historical and social discourses.  In physical education, these
conversations should be the first step for creating pedagogical action and curriculum
change.  As James Baldwin writes “Not everything that is faced can be changed.  But
nothing can be changed until it is faced” (Tatum, 1997, p. 15).
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APPENDIX B: INSTRUMENTATION
This survey is anonymous.  All the information you provide is unidentified and will not
be released publicly.  It will be used exclusively for the purposes of this research project.
Circle the appropriate response:
1.  Age   14 15 16 17 18
A B C   D   E
2. Race
African American       Asian American       Caucasian         Hispanic Other
A                 B   C    D                     E
        
3.  Gender Female Male
   A                            B
Please provide the following information:
4.  My mother’s level of education is      A Less than High School
            B High School Graduate
  C Some College
  D College Graduate
  E Graduate Degree
5.  My father’s occupation is     ___________________________
          
6. Please think about your participation in physical education (P.E.) and report your
level of engagement in your physical education class:
I love P.E., I always
participate
I like P.E., and I
participate often




I don’t like P.E.,
and I rarely
participate
I hate P.E., and I
never participate
A B       C         D                E
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How important is physical education to you?  Indicate how true the following statements
(questions 7-31) are for you.









Participating in physical education is important to me because...
7)         It helps me be strong and assertive
8) It helps me study
9) It is fun because I’m with my friends
10) I like how powerful, muscular and strong I feel
11) I can improve my skills
12) It helps me look slim and fit
13) I enjoy being active with my friends
14) It makes me look muscular and toned
15) If I don’t participate, I’m afraid I’ll get fat
16) It is fun because I am with my friends
17) It helps me to be slim, cute and in shape
18) I improve my skills
19) It helps me lose weight
20) I can learn more skills
21) It makes me feel competitive and aggressive
Participating in physical education is not important to me because…
22) I don’t have the right body for it
23) It does not help me be successful academically
24) I’m not naturally skilled
25) It is not appropriate for girls
26) It was not part of my personal experience (upbringing)
27) I don’t have the appropriate body type
28) I’m not very athletic
29) I don’t have prior experience or skills
30) It will not help me in the future
31) It does not help me make good grades
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Many different activities are included in P.E. classes, such as basketball, soccer, aerobics, tennis,
dance, gymnastics, football, bowling, track and field, rollerblading, volleyball, weight training,
and lots of other things.  Think of the activities that you have done in P.E. class.  Identify your
two MOST favorite and two LEAST favorite activities that can be done in PE class.
32)_____________________________             Favorite  #1
33)_____________________________             Favorite  #2
What is the most important reason that these activities are your FAVORITES?
___________________________________________________________
___________________________________________________________
34)_______________________                          Least Favorite  #1
35)________________________                        Least Favorite  #2
What is the most important reason that these activities are your LEAST FAVORITES?
____________________________________________________________
____________________________________________________________
For the activity you like the most, explain why.  Indicate below whether each item
(questions 36-50 below) IS a reason, or IS NOT a reason you like this activity most.









I like participating in this physical activity in physical education the most because:
36) My parents encourage me to participate in this activity outside of school also
37) My physical education teacher taught me the skills
38) My friends like it too
39) I also do this activity outside of physical education
40) I am more skillful in this activity than in other physical activities
41) My physical education teacher always includes this activity in physical education
42) My friends (boys and girls) are encouraged to play together
43) I learned the skills when I was younger
44) I have the right body for it
45) I have very good skills
46) My physical education teacher thinks this activity helps me to be healthy and active
47) I have available facilities (gyms, fields, etc.) in my community so I also play outside
of physical education
48) I can participate in this physical activity in my neighborhood with my friends
49) My friends think I have natural skills
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50) My physical education teacher encourages me to learn the skills
For the activity you like least, explain why.  Indicate below whether each item (questions
51-62) IS a reason, or IS NOT a reason you like this activity least.









I do not like participating in this physical activity in physical education because:
51) My friends think this physical activity is not appropriate for girls
52) My physical education teacher thinks that only athletes can participate in this activity
53) I don’t have the right body type
54) My parents think that being active is not as important as academics
55) My friends think I don’t have the right body for it
56) My physical education teacher thinks that boys are more naturally skilled than girls in
this activity
57) My parents think that participating in this physical activity is not appropriate for girls
58) I am not a skillful athlete
59) I’m not with my friends
60) My parents think that boys are more naturally skilled than girls in this activity
61) I think this activity is not for girls
62) I don’t play with my friends at home
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APPENDIX C: PILOT STUDY
In the final development stage of the instrumentation, a pilot study was conducted
to establish the validity and the reliability of the instrument.  In the pilot study, the survey
was distributed and administered to 200 nonparticipant high school students.  To ensure
the quality of the data, about 41 students’ surveys were removed, and 159 (92 females; 67
males) were used to conduct the exploratory factor analysis.  Because of the exploratory
nature of this investigation, the instrument was tested by conducting two exploratory
factor analyses to examine the factor structure for the first and second sections of the
survey, the Bodily Meanings and Discursive Constructs.  Specifically, a principal
components factor analysis (PCA) for each section of the survey was conducted using
SPSS software (Tabachnick & Fidell, 2001).  The purpose of the PCA was to reduce the
items to a smaller number of items by extracting maximum variance from the data set
with each component; the goal of the FA was to extract principal factors (items) by
identifying commonalities among items through the orthogonal correlation matrix
(Varimax rotation) (Tabachnick & Fidell, 2001).  The Cronbach Alpha criterion with a
.70 value was used as the acceptable value for reliability of the subscales.
Bodily Meanings.  Based on the review of literature, items on the Bodily Meanings were
generated around five hypothesized constructs.  The principal component analysis
yielded a five-factor solution: with seven items loading on the first factor (Lack of skills
and prior experiences); seven items loading on the second factor (Bodily skills,
muscularity and power); four items loading on the third factor (Appearance: body size
and shape); three items loading on the fourth factor (Fun and social); and finally four
items loading on the fifth factor (Academics).  Although the Cronbach’s Alpha
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Coefficient for the component Fun and Social was reliable (.8368), I added a fourth item,
I have fun because I socialize with my friends, to enhance the reliability for the follow up
analysis of this study.  The Cronbach’s Alpha Coefficients were acceptable for all the
five factors.
Table 3















I improve my skills .800 .079 .271 .204 .002
I can learn more skills .767 -.022 .187 .138 .085
I can improve my skills .733 .155 .215 .171 .076
It makes me feel competitive and aggressive .728 -.027 .056 .171 .049
I like how powerful, muscular and strong I feel .723 -.058 .278 .028 .005
It makes me look muscular and toned .632 .006 .541 .176 .088
It helps me strong and assertive .622 .108 .206 .258 .229
I don’t have the appropriate body type .012 .875 -.088 .056 -.026
I don’t have the right body for it -.016 .806 -.085 -.003 -.017
I’m not naturally skilled .027 .802 -.038 .143 .023
I’m not very athletic .132 .782 .034 .075 .183
I don’t have prior experience or skills .106 .776 -.055 -.007 .116
It was not part of my personal experience -.058 .617 .105 .057 .077
It is not appropriate for girls .043 .598 .145 -.147 .110
It helps me to be slim, cute and in shape .355 .081 .780 .148 .151
It helps me lose weight .358 .066 .771 .078 -.024
It helps me look slim and fit .356 .171 .737 .151 .058
If I don’t participate, I’m afraid I’ll get fat .115 -.238 .723 .074 .046
It is fun because I’m with my friends .190 .022 .064 .840 .139
It is fun because I’m with my friends .358 .017 .227 .767 -.031
I enjoy being active with my friends .449 .133 .228 .673 .015
It doesn’t help me be successful academically -.118 .247 -.036 .138 .790
It does not help me make good grades .132 .220 .043 -.011 .770
It helps me study .263 -.274 .203 .099 .581
It will not help me in the future .405 .343 .105 -.214 .466




























The subscales theorized prior to the exploratory factor analysis were identified factors,
but five items were not retained because they did not load with any of the five factors.
The five deleted items are presented in Table 4.
Table 4
Items not retained
It is more fun than other subjects in school
I’m athletic
I’m active with my family outside of school
I’m active in my community
It makes me feel healthy
Discursive Constructs.  Next, with this second section of the survey, an initial
principal component factor analysis with Varimax Rotation was conducted.  Two factor
analyses were done, a principal component factor analysis was conducted with the first
twenty reversal items of Discursive Constructs (I like participating in this physical
activity in physical education the most because); and a second component factor analysis
was used for the eleven non-reversal items (I do not like participating in this physical
activity in physical education because).  With the analysis of the twenty reversal items,
four of the initial five theorized subscales (i.e., Connection between P.E. and community,
Peers’ influence, P.E. teacher’s influence, Skillful body) were identified factors, while the
fifth, Parents’ influence, was not an identified factor.  With the analysis of the last eleven
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non-reversal items, two new factors emerged and were labeled as Lack of importance of
physical activity and the Gendered body.
Specifically, the principal component factor analysis of the first twenty reversal
items (36-50) of the discursive constructs yielded a four-factor solution (Table 5).  Four
items loaded on the first factor (Outside of physical education); four items loaded on the
second factor (Skillful body); three items loaded on the third factor (Peers’ influence);
and four items loaded on the fourth factor (Physical education teachers’ influence).
Because the Cronbach Alpha criterion was minimally acceptable for the factor Peers’
influence, another item was added on this factor: I like to participate with my friends.
Table 5













I have the right body for it .831 .087 .168 .041
I have very good skills .790 .014 .236 .112
My friends think I have natural skills .780 .165 .211 .142
I learned the skills when I was younger .716 .206 .165 .045
My P.E. teacher encourages me to learn the skills .162 .745 .130 .220
My P.E. teacher always includes this activity in P.E. .145 .720 .031 .163
Mt P.E. teacher taught me the skills -.062 .682 .011 .358
My P.E. teacher thinks this activity helps me to be healthy
and active
.268 .660 .301 -.146
I also do this activity outside of P.E. .150 -.017 .826 .224
My parents encourage me to participate in this activity
outside of school .158 .298 .656 -.093
I’ m more skillful in this activity than in other physical
activities
.327 -.080 .647 .289
I have available facilities in my community so I also play
outside of P.E.
.300 .213 .558 .063
My friends like it too .008 .172 .222 .689
I can participate in this activity in my neighborhood with my
friends














My friends (boys and girls) are encouraged to play together .049 .478 .014 .558
Eigen Value














Therefore, the principal component factor analysis of the last eleven non-reversal
items (51-62) yielded a two-factor solution (Table 6).  Seven items loaded on the first
emerged factor (Gendered body) and four factors loaded on the second emerged factor
(Lack of importance of physical activity).
Table 6





I think this physical activity is not for girls/boys .817 .307
My parents think that participating in this activity is not appropriate
for girls/boys .807 .332
My friends think this physical activty is not appropriate for girls/boys .795 .259
My P.E. teacher thinks that boys are more naturally skilled than
girls/boys in this activity .786 .214
My parents think that boys are more naturally skilled than girls/boys
in this activity .764 .414
My friends think I don’t have the right body for it .679 .344
I don’t play with my friends at home .643 .134
I’m not a skillful athlete .155 .793
I’m not with my friends .344 .694
My P.E. teacher thinks that only athletes can participate in this
activity .326 .683
My parents think that being active is not as important as academics .206 .642
Eigen Value










Cronbach’s Alpha Coefficient .91 .91
Finally, five items from this analysis were not retained because they did not load with any
of the four factors (Table 7).
Table 7
Items not retained
My physical education teacher involves girls and boys equally
My parents want me to do school work at home, so P.E, is the only time I can
be active
I’m very busy at home, so P.E. is the best time for me to be active
My parents encourage me to participate and be physically active
It is expensive to practice outside of P.E., so P.E. is the best chance I have to
do this activity
Several analyses were conducted to establish the validity of the instrument. First,
simple correlations between all the subscales from the instruments and the self-reported
level of engagement in physical education, reported in Table B1, were examined.  All
five subscales of the bodily meanings instrument were positively correlated with level of
engagement. With regard to discursive practices, skills, influence of the PE teacher, and
involvement outside of PE were positively associated with level of engagement, while
influence of peers, gendered body, and lack of importance were unrelated to level of
engagement.
Relationships between and among the subscales of discursive practices are
generally positive and in the low to moderate range.  All correlations are less than .7,
suggesting that each subscale measures a unique portion of variance. The pattern of




Correlation Coefficients for Instrument Subscales and Levels of Engagement




















Lack of Skill .21** .29** .11
Fun/Enjoyment .45** .19* .58** .09
Appearance .21** .25** .65** .02 .44**
Discursive Practices
Skills
.37** .18* .46** .40** .34** .30**
PE Teacher .22** .15 .44** -.01 .29** .29** .34**
Outside of PE .31** .31** .53** .19* .37** .45** .55** .36**
Peers
.11 .16* .38** -.01 .40** .33** .30** .50** .36**
Lack of Importance .14 .16* .01 .48** .06 -.08 .12 -.16 .10 -.02
Gendered Body
.01 .19* -.08 .40** .02 -.10 .06 -.18* -.03 -.18* .64*
*  Correlation is significant at the 0.05 level 2-tailed.
**  Correlation is significant at the 0.01 level 2-tailed.
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Descriptive statistics of Bodily Meanings and Discursive Constructs by gender and
engagement level are presented in Table 9.
Table 9
Means and Standard Deviations of Bodily Meanings and Discursive Constructs by
Gender
Females Males Total
M SD M SD M SD
Bodily Meanings
Academics 2.88 .96 3.14 .96 2.99 .96
Bodily Skills, Muscularity and
Power 3.26 .98 3.54 .98 3.38 .99
Lack of ability and prior
experience 4.15 .82 4.18 .90 4.16 .85
Fun and Social 3.83 .95 3.89 .79 3.85 .89
Appearance 3.12 1.07 2.76 1.07 2.97 1.08
Discursive Constructs
Skillful Body 3.49 .88 3.66 1.11 3.56 .98
P.E. Teacher 2.88 .89 3.12 1.03 2.98 .96
Outside of PE 3.55 .99 3.54 .91 3.54 .96
Peers’ Influence 2.96 .877 3.28 1.01 3.09 .95
Lack of Importance 3.82 .87 3.81 1.01 3.81 .93
Gendered Body 4.13 .84 3.84 1.18 4.01 1.00
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Table 10




Engaged Less Engaged Total
M SD M SD M SD M SD
Bodily Meanings




3.99 .85 3.20 .93 2.84 .81 3.38 .99
Lack of ability and
prior experience 4.35 .98 4.19 .65 3.92 .81 4.17 .85
Fun and Social 4.32 .83 3.79 .71 3.36 .83 3.85 .88
Appearance 3.30 1.05 2.78 1.17 2.77 .93 2.97 1.08
Discursive
Constructs
Skillful Body 4.04 .90 3.33 .91 3.20 .93 3.56 .98
P.E. Teacher 3.32 .98 2.72 .93 2.83 .85 2.98 .96
Outside of PE 3.95 .93 3.36 .91 3.24 .88 3.55 .96
Peers’ Influence 3.21 1.06 3.06 .83 2.97 .90 3.09 .94
Lack of Importance 3.90 .98 3.97 .86 3.57 .88 3.82 .92
Gendered Body 3.96 1.15 4.16 .93 3.92 .86 4.01 1.00
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To further explore the validity of the instrument, additional analyses to test for
group differences were conducted.  Specifically, two 2 (gender) X 3 (level of
engagement) multivariate analyses of variance (MANOVAs) were conducted, one for the
five subscales of bodily meanings, and the other for the six subscales of discursive
practices.  The MANOVA for Bodily Meanings yielded a significant main effect for
gender,[Wilks’ lambda = .88, F (5, 147) = 4.17, p < .05] and a significant main effect for
engagement level [Wilks’ lambda = .67, F (10, 294) = 6.44, p < .05. ]  The gender by
level of engagement interaction was not significant. Univariate follow-ups for gender
revealed girls rated the appearance items as more important that the boys.   Students who
reported higher levels of engagement tended to rate Academics, Bodily skills, Lack of
skills, Fun and Appearance as more important than those with lower levels of
engagement.
The MANOVA for Discursive Constructs yielded a significant main effect for
engagement level [Wilks’ lambda = .79, F (12, 294) = 3.11, p < .05.] The main effect for
gender was not significant.  The interaction between gender and engagement level
approached significance [Wilks’ lambda = .88, F (12, 294) = 1.55, p = .092.]  Univariate
follow-ups revealed significant differences in relation to level of engagement for skillful
body, influence of P.E. teacher, and outside of P.E.  Specifically, the most engaged
students scored higher on these subscales than the least engaged.
In conclusion, the results of the preliminary analyses of this pilot study provide
evidence that students’ construction of bodily meanings and students’ embodiment of
discursive practices are influential in terms of student’s engagement in physical
education.  Because gender differences were found, it also suggests that girls and boys
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embody meanings differently and that these differences may influence their participation
in physical education.  However, to further understand the relationship among students’
construction of bodily meanings, embodiment of discursive practices and engagement
choices in physical education, and to understand how these relationships differ not only
in terms of gender, but also for race and social class, additional investigations must be
conducted.
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APPENDIX D: INTERVIEW GUIDES
Student Sample Questions
1) How much do you like physical activity?  Why or why not?
2) How active are you active outside of school?  [How important is physical activity to
you and being active in your everyday life?
3) How do you like physical education in school?  What do you like or dislike about it?
4) Which physical activities in physical education do you like most?  Why?
5) Which physical activities in physical education do you like the least?  Why?
[How do they make you feel good about your body?  Do you think you are more
inclined to participate in certain physical activities than in others?  Why?]
6) How fit or skillful are you?  Do you think that “being fit” makes you more willing to
participate?  Is this different for boys/girls?  Could you please give some examples?
7) What do you think about participating in physical education classes with boys/or
girls?  Do you like it?  Are there situations in which you would like to be only with
peers of your sex?
8) Do you think you need to have a specific body type (skinny, thin, stocky, muscular,
short, tall…) to be active?  Could you please give me some examples?  Do guys/girls
(the opposite sex of interviewee) have to have this same body type to be active?  If
not what body type do you think they should have in order to be physically active?
[And how does this influence your participation in physical education?]
9) Could you please look at these pictures?  Of all of these bodies, pick the one that is
closest to what you would consider the ideal body for women/men?  Explain why.
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[Pictures from fitness and health magazines of men and women of different races will
be shown to the participants.]
10) Do you hope to develop a certain kind of body when you engage in physical activities
in physical education classes or outside of school?  [The researcher will indicate the
body chosen by the participant when she asks this question]  [Does your “ideal body”
idea influence your choice to engage in physical activities?]  [Are there certain
physical activities you think would be appropriate to help you develop your “ideal
body”?]  [Do you think your peers/family/physical teachers expect you to develop
this “ideal body”?]
11) How important becoming like this person in the picture is for you?  What if you
won’t be able to become like this person in this picture?
12) Please describe, instead, the ideal body for boys/or girls?  [The researcher will show
the pictures again.]  Explain why this is your male or female body ideal.
13) If you could suggest changes in physical education that would make you more
involved in the class [more physically active], what would you suggest?
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Teacher Sample Questions
1)  What is your philosophy of teaching?
2) Could you please talk about the physical education curriculum you implement in your
classes?
3) What do you think about the level of student engagement in your physical education
classes?
4) How does the student engagement differ in terms of gender and race?  Could you
please give me an example?
5) How do you think “being fit” is important for students at this age?  [To what extent?
Why or why not?  Could you please give me examples of appropriate fitness levels
for adolescent boys and girls?]
6) Does this differ in terms of gender or race?
7) How do you think “being skillful” is important for students at this age?  [To what
extent?  Could you please give me examples?]
8) How do these two concepts [“being fit” and “being skillful”] influence the level of
student engagement in your physical education classes?
9) Do you think girls and boys aim to become like individuals in these pictures?  Why or
why not?  [The same pictures shown to students will be shown to the teacher.]
10) How does this [teacher’s response to the prior question] influence your students’
engagement in physical education classes?
11) How does this [teacher’s response to the prior question] differ for boys and girls?
12) Have you noticed in your teaching student peer pressure to have a certain body or to
act a certain way when they are engaged in physical education?
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13) Do you think there are connections between the activities students engage in and the
their ideas about body type (skinny, thin, stocky, muscular, short, tall…)?  And
between engagement and skillfulness?  Could you please explain and give examples?
14) How does this [teacher’s response to the prior question] differ in terms of gender and
race?
15) How can physical education teachers address the body issues we talked about in their
classes?  How or to what extent would this affect student engagement?  What kinds of
things do you do [or have you tried] in your physical education classes to address
these issues?  Or to increase student participation in physical education? And to make
them understand about the importance of physical activity in their lives?
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APPENDIX F: RAW DATA




bmse dcos dcpt dcpr dcsk dcgb dcim prefer
100 1 1 1 4.71 2.80 4.00 2.50 3.29 4.60 4.75 4.67 4.00 4.57 3.71 3.00
101 1 1 1 3.29 2.60 4.00 2.50 3.29 3.40 3.75 3.67 3.00 3.00 2.43 4.00
102 1 4 2 4.86 3.00 3.50 3.50 4.57 3.40 3.50 4.00 5.00 2.86 2.43 ###
103 1 2 2 3.71 2.20 3.50 3.25 3.29 2.80 3.00 3.00 2.75 3.43 3.14 ###
104 1 4 2 4.14 3.00 3.50 3.00 4.29 3.40 2.50 3.33 4.00 4.43 4.14 4.00
105 1 4 2 4.00 3.80 3.50 2.75 5.00 3.80 3.00 3.33 4.25 2.14 3.14 ###
106 1 4 2 5.00 3.40 5.00 3.25 5.00 5.00 4.00 5.00 5.00 5.00 5.00 ###
107 1 2 5 2.43 3.40 2.50 1.75 4.00 2.20 2.75 2.67 2.00 4.00 3.71 6.00
108 1 3 1 2.71 2.00 4.00 1.00 2.43 3.80 2.00 3.33 3.25 2.71 2.29 4.00
109 1 2 1 4.57 4.20 2.50 1.50 5.00 3.60 3.50 4.33 4.25 3.00 3.57 ###
110 1 4 2 3.29 3.60 3.25 2.25 3.14 3.40 3.50 4.33 2.25 2.43 2.43 ###
111 1 2 2 1.29 3.20 2.00 1.00 3.43 1.00 1.00 1.00 1.00 4.14 4.43 ###
112 1 2 2 3.43 2.20 3.75 3.00 3.71 3.80 3.00 3.67 4.00 2.86 3.14 ###
113 1 3 1 3.43 4.60 4.25 4.00 4.57 3.80 4.25 4.33 4.25 4.43 4.57 2.00
114 1 5 1 4.86 2.80 4.75 4.75 4.43 4.80 4.50 5.00 4.75 4.57 4.29 ###
115 1 2 1 4.00 3.20 3.75 3.50 4.00 4.80 4.50 5.00 4.75 4.57 4.29 9.00
116 1 1 3 3.29 2.80 4.00 3.75 5.00 3.80 4.00 4.00 4.50 2.14 2.71 ###
117 1 3 1 2.86 2.60 3.50 2.25 4.00 4.20 4.00 4.00 4.00 1.86 3.14 6.00
118 1 4 4 2.57 2.80 3.00 2.75 3.86 3.60 2.25 2.67 3.00 3.71 3.29 2.00
119 1 2 1 3.43 1.60 5.00 1.25 4.43 3.80 3.75 4.67 4.50 3.14 2.71 6.00
120 1 4 2 3.57 3.00 3.50 4.00 4.57 4.80 4.00 4.67 3.75 2.71 3.00 6.00
121 1 3 1 4.86 2.60 4.75 5.00 3.71 4.80 4.50 4.67 4.50 3.14 3.00 ###
122 1 2 1 4.00 3.00 4.75 4.25 3.00 3.60 3.75 4.00 4.00 3.43 4.57 ###
123 1 3 1 4.71 4.00 5.00 3.75 5.00 4.00 3.75 4.67 3.75 4.71 4.00 ###
124 1 2 1 5.00 4.00 5.00 3.25 4.71 4.20 4.00 3.67 3.75 5.00 4.71 ###
125 1 2 3 2.14 3.20 4.00 2.25 3.43 2.80 2.75 2.00 3.75 3.29 2.86 ###
126 1 4 3 3.29 2.80 5.00 2.50 2.86 3.80 3.50 2.67 4.00 2.00 1.86 0.00
127 1 1 2 4.43 1.60 4.75 3.25 1.86 4.20 2.75 3.33 4.50 2.00 2.00 6.00
128 1 3 3 3.86 3.60 5.00 3.50 4.71 3.80 3.50 2.67 3.75 4.00 4.00 ###
129 1 1 1 4.43 2.60 4.75 3.00 4.71 4.40 3.25 4.33 4.00 4.71 4.57 ###
130 1 1 1 4.29 4.00 5.00 3.00 4.86 4.40 4.00 4.33 4.50 4.57 4.71 ###
131 1 2 3 3.71 1.80 5.00 3.75 3.29 2.00 3.75 3.00 2.75 4.43 4.00 3.00
132 1 2 1 4.29 3.40 4.75 2.50 4.00 3.80 3.75 3.33 3.00 4.43 4.14 5.00
133 1 2 1 3.57 3.40 3.75 1.75 4.14 4.00 3.50 4.67 3.25 2.71 2.57 ###
134 1 2 1 5.00 2.20 3.50 3.75 4.71 4.20 4.50 4.67 5.00 4.29 4.29 7.00
135 1 2 1 3.43 3.60 3.75 2.50 4.86 3.80 3.50 3.33 4.00 4.00 3.29 0.00
136 1 2 2 3.71 3.20 4.75 4.00 4.29 4.20 3.75 5.00 3.75 4.14 4.14 ###
137 1 1 1 4.86 4.20 4.25 4.00 4.43 4.60 4.75 4.33 4.75 3.86 3.86 3.00
138 1 2 1 4.57 3.60 4.50 3.00 4.43 4.20 3.25 3.67 4.00 4.43 4.57 7.00
139 1 4 1 4.14 3.20 4.25 4.50 4.29 5.00 4.75 4.33 3.75 3.71 3.71 8.00
140 1 1 1 4.29 4.80 4.25 4.50 4.00 4.20 4.50 4.33 4.25 4.14 4.57 9.00
141 1 2 1 4.57 2.60 4.75 4.25 1.86 4.80 3.75 4.33 4.25 1.71 1.86 ###
142 1 5 2 3.71 2.60 3.00 3.25 3.29 3.40 2.50 3.00 2.25 4.43 2.29 0.00
143 1 5 2 2.71 4.00 2.50 2.50 4.86 3.80 3.75 4.00 3.75 4.57 3.57 3.00
144 1 1 1 3.29 2.60 4.00 2.50 3.29 3.20 3.50 3.33 3.75 3.43 3.43 1.00
145 1 2 1 3.86 3.80 3.25 2.25 4.86 3.00 3.00 2.67 2.75 3.14 3.29 6.00
146 1 2 2 4.00 3.80 2.25 3.50 5.00 4.20 3.75 3.00 4.00 5.00 5.00 5.00
147 1 3 2 4.86 4.20 3.75 3.25 4.86 4.40 4.25 3.67 3.75 3.86 4.57 6.00
148 1 3 1 4.29 4.20 4.25 3.25 5.00 4.20 3.75 4.33 5.00 4.43 4.29 4.00
149 1 2 1 4.43 2.40 4.25 2.50 3.43 4.00 4.00 4.00 4.00 2.57 3.29 5.00
150 1 3 1 5.00 3.00 3.75 3.00 4.71 3.20 3.75 4.00 3.50 3.71 4.29 ###
151 1 1 2 3.43 4.40 2.50 1.25 5.00 2.40 2.25 3.33 4.75 5.00 5.00 ###
152 1 5 1 4.57 4.60 5.00 4.00 5.00 2.00 3.50 3.67 4.00 5.00 4.43 2.00
153 1 3 1 4.86 4.60 4.75 4.75 5.00 4.80 5.00 5.00 5.00 5.00 5.00 4.00
154 1 2 1 5.00 4.60 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 2.00
155 1 2 1 5.00 5.00 5.00 3.50 5.00 4.60 4.75 4.67 4.50 5.00 5.00 7.00
156 1 4 1 4.57 2.60 4.75 4.75 2.00 3.80 3.75 3.67 4.00 2.57 2.86 6.00
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157 1 2 1 3.86 3.20 3.75 3.75 3.29 2.00 2.00 2.00 2.00 4.00 4.00 ###
158 1 3 1 4.29 3.40 3.00 2.00 4.00 2.60 2.75 3.00 2.50 4.71 4.57 5.00
159 1 4 1 5.00 2.80 5.00 5.00 5.00 5.00 4.50 4.00 4.50 4.14 4.00 ###
160 1 4 1 2.71 3.40 4.50 2.00 3.00 3.20 2.50 3.00 3.50 3.57 3.29 3.00
161 1 2 1 4.86 3.20 3.25 4.00 4.43 3.20 4.25 3.67 3.25 4.57 4.71 ###
162 1 2 1 3.00 4.20 2.50 2.25 4.14 3.00 2.75 2.33 2.75 2.71 3.00 ###
163 1 4 4 2.00 4.20 4.00 1.50 5.00 3.60 2.00 3.33 4.75 5.00 4.71 ###
164 1 ### 3 3.43 4.00 4.00 3.00 5.00 3.60 3.25 3.00 3.75 4.57 3.71 ###
165 1 2 1 4.29 3.00 4.00 4.75 3.43 4.20 4.50 4.33 4.25 4.00 4.29 ###
166 1 ### 2 2.86 4.20 4.00 2.50 5.00 3.60 2.50 4.00 4.00 5.00 5.00 ###
167 1 2 1 3.00 2.60 2.25 3.50 3.29 2.80 2.25 3.67 3.50 4.00 2.57 4.00
168 1 2 1 4.43 2.40 4.50 3.00 4.57 4.20 4.75 4.67 5.00 3.57 3.71 ###
169 1 2 2 3.86 3.00 4.75 3.00 3.29 2.20 4.25 4.67 2.25 2.29 2.57 1.00
170 1 1 5 3.86 2.20 3.75 3.25 2.43 1.00 1.00 1.00 1.00 4.14 4.43 ###
171 1 2 2 3.86 3.60 4.75 2.75 4.43 5.00 3.25 4.33 5.00 5.00 5.00 ###
172 1 2 1 5.00 4.20 4.50 3.00 5.00 4.00 4.50 3.67 5.00 5.00 5.00 4.00
173 1 3 3 3.71 4.60 5.00 3.00 4.71 4.20 3.50 3.33 4.00 4.71 3.71 2.00
174 1 4 1 4.00 4.60 4.00 2.75 4.86 4.20 3.75 3.33 4.25 5.00 5.00 ###
175 1 4 1 5.00 2.80 4.75 5.00 1.71 5.00 5.00 5.00 5.00 2.29 1.86 3.00
176 1 2 1 5.00 3.00 5.00 3.75 5.00 4.80 4.50 5.00 5.00 5.00 5.00 ###
177 1 5 5 2.86 3.40 3.50 2.50 3.43 3.60 4.00 3.67 5.00 1.00 1.00 ###
178 1 1 3 1.57 2.60 1.00 1.50 4.29 3.20 2.00 1.67 2.50 5.00 4.86 ###
179 1 3 1 5.00 4.20 5.00 5.00 4.57 3.20 4.25 3.67 4.00 2.71 2.29 3.00
180 1 4 1 4.14 4.20 4.00 3.50 3.71 3.00 3.50 4.00 3.25 4.57 4.43 3.00
181 1 2 4 2.86 3.00 3.25 3.75 3.43 4.80 4.75 4.00 4.25 2.86 3.29 1.00
182 1 2 2 4.71 1.80 4.25 3.75 1.57 3.80 4.50 4.00 4.25 1.43 1.71 5.00
183 1 2 1 4.71 3.40 4.25 4.25 2.86 3.80 4.25 4.67 4.50 2.86 2.71 2.00
184 1 5 1 4.43 3.20 2.25 3.00 4.86 3.80 4.25 1.00 5.00 4.57 4.14 ###
185 1 2 1 5.00 3.40 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 4.00
186 1 2 1 3.29 3.60 2.75 3.00 2.29 2.60 3.25 3.33 4.00 2.71 2.86 ###
187 1 4 1 3.71 2.80 3.75 3.50 2.71 3.20 3.50 3.33 3.25 3.57 2.43 1.00
188 1 4 2 3.43 3.40 4.00 2.75 4.00 3.60 3.75 3.67 3.75 4.00 4.00 5.00
189 1 2 1 3.71 3.60 2.25 3.25 4.57 2.80 3.00 3.00 3.25 4.00 4.29 ###
190 1 4 1 4.00 1.00 5.00 4.75 1.29 4.40 4.50 5.00 5.00 1.43 1.14 3.00
191 1 5 1 5.00 2.80 5.00 5.00 2.71 4.60 4.00 4.33 5.00 1.14 1.14 3.00
192 1 1 1 5.00 2.20 5.00 4.00 5.00 4.60 4.00 4.33 5.00 5.00 5.00 4.00
193 1 2 1 4.29 1.80 4.00 4.00 2.00 3.40 3.75 4.33 3.75 2.86 2.14 8.00
194 1 4 2 3.57 2.40 2.50 3.25 2.71 3.00 2.75 3.00 3.00 2.71 2.14 ###
195 1 3 1 5.00 3.80 5.00 5.00 4.71 4.40 4.75 3.67 4.50 5.00 5.00 5.00
196 1 2 1 5.00 3.80 5.00 5.00 5.00 3.20 3.25 3.00 2.50 2.57 3.00 ###
197 1 4 1 3.14 3.20 4.50 2.75 2.71 3.20 4.00 4.00 3.25 2.43 2.29 ###
198 1 3 1 4.29 3.20 4.75 3.50 4.86 4.60 3.25 4.67 4.25 4.29 4.57 3.00
199 1 2 2 3.71 2.40 3.25 4.25 3.14 3.60 4.75 3.00 3.75 2.57 2.57 6.00
201 1 4 1 5.00 3.40 5.00 4.50 5.00 5.00 4.00 4.67 4.75 4.86 4.43 ###
202 1 4 1 4.43 2.60 4.75 2.25 4.43 3.20 3.25 2.33 3.25 2.71 2.43 8.00
203 1 3 1 3.57 3.60 4.75 2.00 3.00 2.80 4.25 2.33 3.00 3.14 2.43 4.00
204 1 3 2 4.00 4.00 4.00 3.25 4.00 4.00 3.50 4.00 4.00 4.00 4.00 6.00
205 1 5 1 4.43 2.20 4.50 4.25 1.14 4.60 4.50 4.33 5.00 1.43 1.43 ###
206 1 4 1 4.43 1.60 3.00 3.00 3.71 4.60 3.75 2.33 3.25 3.00 2.14 ###
207 1 2 1 4.29 2.40 3.75 3.50 3.57 3.80 2.75 3.00 3.00 2.43 2.57 1.00
208 1 4 1 4.00 4.60 4.25 4.00 5.00 4.00 3.25 4.33 3.75 4.71 4.57 ###
209 1 3 1 4.71 4.60 5.00 4.00 5.00 4.60 4.50 4.33 4.75 4.43 4.43 3.00
210 1 3 3 2.71 4.00 2.75 1.75 4.00 2.40 2.00 2.00 1.50 4.00 4.00 8.00
211 1 2 4 1.71 4.00 4.25 1.00 3.14 2.60 1.00 4.00 2.50 4.71 2.71 ###
212 1 4 2 4.14 3.20 4.00 3.75 4.86 3.60 3.50 3.67 3.75 3.86 3.43 ###
213 1 2 2 3.71 2.60 3.75 3.00 2.57 2.80 2.50 3.67 3.25 2.86 3.14 2.00
214 1 5 2 2.57 2.80 2.50 1.75 4.43 4.20 2.25 3.00 3.50 4.00 3.57 ###
215 1 2 3 3.57 2.00 3.50 4.00 2.29 4.00 4.00 3.33 3.25 3.29 2.29 1.00
216 1 2 1 3.00 3.80 3.50 3.00 4.71 2.60 1.75 3.67 3.00 3.71 2.71 ###
217 1 3 3 3.57 3.00 3.00 4.00 4.29 3.60 2.50 4.33 3.50 2.86 3.71 ###
218 1 2 3 2.00 3.00 3.25 2.75 2.86 3.00 2.25 4.00 3.25 3.71 3.57 8.00
219 1 2 1 4.14 3.00 3.75 3.50 5.00 3.80 3.75 3.67 4.00 5.00 5.00 3.00
187
220 1 4 1 4.00 3.00 4.00 2.75 5.00 3.80 2.50 3.33 3.75 3.29 2.00 ###
221 1 2 2 3.71 3.80 3.00 2.50 4.14 3.20 3.25 3.33 4.00 3.57 3.00 8.00
222 1 4 2 4.71 3.40 5.00 4.25 3.86 5.00 5.00 5.00 5.00 3.14 3.43 3.00
222 1 2 1 5.00 2.60 3.25 4.00 4.43 3.40 5.00 3.67 4.00 2.71 2.86 ###
223 1 2 1 4.43 2.20 4.00 4.25 1.86 5.00 4.00 4.33 4.25 2.29 2.00 4.00
225 1 5 4 2.43 2.60 1.25 1.75 5.00 1.60 2.25 1.67 2.00 5.00 5.00 ###
226 1 2 3 3.86 2.80 4.25 2.75 4.29 3.20 2.75 4.00 4.50 3.43 3.29 7.00
227 1 4 3 2.71 4.60 2.75 1.50 5.00 3.00 2.75 3.33 3.25 5.00 5.00 1.00
228 1 2 1 5.00 4.80 5.00 3.00 5.00 3.80 4.25 4.33 4.00 5.00 5.00 ###
229 1 2 2 4.43 4.60 4.50 4.75 4.43 1.60 4.25 3.33 2.75 3.71 3.29 ###
230 1 4 1 4.14 3.00 4.75 4.00 4.86 4.00 3.75 4.33 4.00 2.57 1.86 ###
231 1 4 2 3.43 3.80 2.75 2.25 4.71 2.20 1.75 2.33 4.75 2.00 2.43 7.00
232 1 4 4 1.71 2.80 2.25 1.50 3.14 1.60 1.75 1.67 2.00 3.71 2.00 ###
233 1 1 2 5.00 2.80 4.50 4.25 3.29 4.80 5.00 4.67 4.75 3.00 2.86 9.00
234 1 2 5 2.71 4.00 3.00 2.50 4.57 1.60 2.50 1.00 2.50 3.29 2.71 ###
235 1 1 4 1.71 1.80 1.50 1.75 4.14 2.60 3.00 1.00 2.50 3.29 2.14 ###
236 1 2 5 3.86 2.80 5.00 2.00 5.00 3.20 1.50 3.00 4.75 5.00 4.57 ###
237 1 2 4 1.71 2.40 2.25 1.25 4.57 2.60 1.00 1.00 4.75 5.00 4.43 ###
238 1 2 2 4.00 3.40 3.75 3.00 3.29 3.60 3.75 3.00 2.75 3.14 3.71 2.00
239 1 3 2 1.86 2.60 1.75 1.50 4.43 3.00 1.25 2.00 2.50 3.14 3.29 ###
240 1 3 3 3.00 3.00 3.50 1.75 3.00 4.00 2.75 2.67 3.25 4.14 3.86 4.00
241 1 4 5 1.57 4.00 2.50 1.00 4.86 1.00 1.75 1.67 1.00 4.29 4.43 ###
242 1 2 1 4.71 5.00 4.50 3.75 5.00 4.20 4.00 4.67 4.50 4.57 4.43 3.00
243 1 4 2 4.57 4.40 3.75 3.75 4.29 2.80 2.75 3.33 3.75 2.57 2.86 ###
244 1 4 2 4.43 3.20 4.25 3.00 2.86 2.60 2.75 3.67 4.00 4.43 4.57 3.00
245 1 2 1 4.00 3.20 3.75 4.00 4.00 4.40 4.00 4.67 3.25 2.14 2.14 ###
246 1 2 1 4.43 2.60 4.25 4.00 3.14 4.60 4.50 3.67 4.50 2.29 1.57 ###
247 1 2 1 5.00 2.60 2.00 3.00 5.00 4.80 4.75 4.67 5.00 4.43 3.29 7.00
248 1 1 1 2.00 3.20 2.00 1.75 4.29 1.40 1.25 1.67 1.25 1.57 1.57 ###
249 1 2 1 4.57 4.00 4.50 4.25 4.71 3.40 4.00 3.00 2.75 2.43 3.00 6.00
250 1 2 1 4.00 3.80 3.75 5.00 5.00 5.00 5.00 4.33 4.75 4.86 4.29 6.00
251 1 1 1 4.71 2.80 4.75 5.00 3.71 4.60 4.00 3.67 3.75 1.43 1.29 6.00
252 1 4 1 5.00 3.40 4.75 2.50 4.14 5.00 4.75 3.67 4.25 1.57 1.00 5.00
253 1 2 2 4.57 4.80 4.50 4.25 4.86 4.40 4.25 4.67 4.75 1.29 1.86 7.00
254 1 2 1 5.00 4.00 5.00 2.75 3.86 5.00 3.75 5.00 4.00 1.71 1.86 6.00
335 1 3 2 3.29 2.20 3.25 3.75 4.57 2.60 2.50 2.33 4.50 4.71 4.71 ###
336 1 5 3 3.29 3.60 4.75 2.50 4.00 2.20 3.50 4.00 3.50 4.71 4.43 ###
337 1 4 1 3.86 4.20 5.00 3.50 4.57 2.60 4.00 3.00 4.25 4.86 4.57 ###
338 1 3 2 3.29 3.00 4.00 2.50 4.00 3.00 2.25 3.33 2.00 4.43 4.14 ###
339 1 5 1 2.43 3.60 5.00 2.25 1.86 2.80 3.50 3.33 3.25 2.43 3.57 ###
340 1 4 3 2.14 2.20 3.50 1.50 4.43 2.00 2.00 3.67 3.50 4.86 3.86 2.00
341 1 3 1 3.29 1.80 4.75 2.00 4.14 3.80 3.50 3.33 4.00 2.00 2.00 ###
342 1 5 3 3.57 3.40 3.75 3.50 3.14 3.60 3.50 3.33 3.00 2.57 3.29 ###
343 1 5 1 4.00 3.60 4.50 3.25 3.00 2.80 3.00 3.33 3.50 2.86 2.71 2.00
344 1 3 1 3.29 2.40 4.50 3.00 2.86 3.40 3.50 4.00 3.75 2.29 2.29 0.00
345 1 5 1 5.00 3.00 4.75 5.00 5.00 5.00 5.00 5.00 5.00 4.86 4.71 ###
346 1 5 1 4.14 2.80 4.75 2.50 5.00 5.00 5.00 5.00 5.00 1.00 1.00 4.00
347 1 3 3 2.57 3.20 2.75 1.50 4.86 2.40 2.75 3.00 4.25 4.86 4.57 8.00
348 1 5 1 4.00 3.80 4.00 4.00 4.00 4.00 4.00 4.00 4.00 4.00 4.00 ###
349 1 4 2 4.14 4.20 4.00 3.50 5.00 3.80 4.00 4.00 4.00 5.00 5.00 ###
350 1 4 2 4.00 3.60 4.00 3.50 4.00 4.00 4.00 4.00 4.00 2.29 2.86 ###
351 1 5 1 4.29 4.40 4.75 1.50 5.00 5.00 4.25 5.00 3.50 5.00 4.86 8.00
352 1 4 1 3.00 2.60 3.00 1.75 3.86 2.80 2.50 2.67 2.00 3.14 3.29 ###
353 1 1 2 3.14 3.40 4.00 2.00 3.14 3.60 2.75 2.67 2.75 3.43 3.29 ###
354 1 3 2 3.71 2.00 3.00 3.50 2.86 2.60 4.00 3.33 3.25 2.86 3.14 ###
355 1 3 2 3.14 3.00 3.50 3.00 4.00 4.00 3.75 4.00 3.75 2.14 2.57 ###
356 1 4 2 5.00 4.80 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 ###
357 1 5 1 3.71 3.60 3.25 3.00 3.86 3.20 3.75 4.33 3.75 3.43 3.71 ###
358 1 4 1 3.14 4.00 4.25 1.75 5.00 4.00 3.75 4.00 3.25 5.00 5.00 ###
359 1 2 1 4.29 2.60 2.50 3.00 4.71 4.60 4.75 4.00 3.50 4.00 2.86 ###
360 1 5 1 4.14 3.20 5.00 2.25 4.86 4.40 3.25 5.00 5.00 3.86 3.29 ###
361 1 5 1 4.29 3.20 4.75 4.50 4.71 4.20 4.50 4.33 4.50 3.57 4.71 ###
188
362 1 5 2 4.71 2.80 4.25 4.00 4.86 3.40 4.00 4.33 4.25 4.71 4.43 ###
363 1 5 2 3.29 2.40 4.25 2.50 4.43 4.40 4.00 4.67 3.75 5.00 4.71 ###
364 1 5 2 3.14 2.60 4.25 3.75 3.71 3.60 3.75 4.00 3.75 4.57 4.57 3.00
365 1 4 2 4.00 2.80 4.00 1.75 5.00 3.80 2.50 4.33 3.25 4.71 4.71 ###
366 1 2 1 4.71 4.60 4.75 3.25 5.00 4.80 3.75 4.00 4.25 5.00 5.00 2.00
367 1 3 1 3.71 3.00 4.00 3.50 4.29 3.40 4.00 4.00 3.50 3.57 3.86 4.00
368 1 5 1 3.14 2.80 4.00 2.75 4.14 3.20 4.00 4.00 3.00 3.71 3.43 ###
369 1 2 2 2.86 2.20 4.50 1.25 5.00 4.00 2.50 3.33 4.75 5.00 3.86 ###
370 1 4 1 3.86 2.60 4.00 4.00 5.00 3.60 3.50 4.33 4.00 4.43 4.29 ###
371 1 5 1 4.43 3.20 5.00 2.25 4.71 3.20 3.75 4.33 4.00 4.29 4.29 0.00
372 1 3 3 2.86 3.00 3.25 1.75 3.86 2.80 3.00 3.33 2.75 4.71 4.00 5.00
373 ## 5 3 3.14 4.00 3.50 3.00 3.71 1.40 2.00 2.00 1.00 4.57 3.86 ###
374 1 4 2 2.29 1.80 3.75 2.00 4.14 2.80 2.50 3.00 2.50 3.57 3.71 ###
375 1 5 1 4.86 4.80 4.75 5.00 4.00 4.60 4.75 4.33 5.00 4.29 3.71 ###
376 1 4 1 4.57 4.80 5.00 1.50 5.00 4.00 4.00 4.33 4.00 4.43 4.43 2.00
377 1 4 1 3.43 2.60 4.25 2.50 4.71 4.20 3.50 4.00 4.25 4.29 3.43 ###
378 1 4 1 4.86 3.40 4.00 4.25 5.00 4.20 3.25 2.67 4.50 3.29 1.29 ###
379 1 5 5 1.29 1.80 2.75 1.00 5.00 5.00 4.00 4.33 5.00 3.86 3.86 1.00
380 1 3 4 2.00 3.20 4.00 1.00 4.00 3.00 1.00 1.00 2.00 2.43 2.57 ###
381 1 2 5 2.29 1.60 2.75 1.75 4.14 4.60 4.50 4.67 4.00 3.43 3.00 ###
382 1 5 3 3.57 2.00 3.50 3.00 2.00 3.20 3.00 3.00 3.00 3.00 3.00 4.00
383 1 5 1 3.86 5.00 5.00 3.25 4.86 4.20 4.75 4.33 3.00 2.29 3.29 ###
384 1 5 2 2.71 1.00 3.50 1.25 4.00 3.80 3.50 3.00 5.00 4.43 4.71 5.00
385 1 4 3 2.29 2.00 3.25 3.50 4.57 4.80 3.25 3.67 4.00 2.14 2.71 ###
386 1 4 1 3.57 2.80 3.75 3.50 3.57 4.60 4.75 5.00 5.00 5.00 5.00 ###
387 1 2 1 3.43 2.40 5.00 1.75 4.71 3.00 3.00 3.00 3.00 3.00 3.00 4.00
388 1 4 1 3.00 3.00 3.25 2.50 4.86 3.80 3.50 3.67 3.75 1.57 2.29 ###
389 1 5 1 5.00 4.00 5.00 4.00 4.86 5.00 5.00 5.00 5.00 5.00 5.00 2.00
390 1 5 1 2.29 2.00 4.00 1.50 4.86 2.20 3.25 4.00 3.25 3.71 2.71 ###
391 1 4 2 3.43 2.60 5.00 2.50 3.86 3.60 3.75 4.33 4.25 2.00 1.71 ###
392 1 2 2 4.57 3.40 4.75 4.00 5.00 3.20 2.75 3.67 4.00 4.14 4.29 ###
393 1 4 1 3.29 3.00 4.00 3.00 2.86 2.40 2.25 2.67 1.75 3.71 3.57 ###
394 1 3 3 2.14 4.40 3.00 1.75 5.00 1.00 1.00 1.33 1.00 5.00 5.00 3.00
395 1 5 3 2.86 2.60 4.00 3.25 4.14 3.60 2.25 4.67 2.75 3.29 3.57 2.00
396 1 4 3 3.29 3.00 3.50 2.75 3.29 4.00 3.75 4.00 3.50 3.29 2.86 0.00
397 1 3 1 3.57 2.60 4.00 2.50 4.29 3.00 3.25 4.00 4.00 3.86 3.86 ###
398 1 4 1 4.29 1.80 4.75 2.75 1.86 3.80 4.25 5.00 3.00 2.86 2.57 ###
399 1 5 2 2.71 2.40 4.75 2.50 4.71 4.00 2.00 4.33 3.75 4.86 3.57 5.00
400 1 4 3 2.29 2.20 3.00 1.00 1.57 3.00 1.50 3.33 2.00 3.71 1.43 ###
401 1 5 2 4.14 3.20 4.25 3.50 4.29 4.40 3.25 4.67 4.25 4.29 4.00 5.00
402 1 4 1 4.29 3.20 3.50 3.50 5.00 4.20 2.50 3.33 4.50 4.29 3.71 ###
403 1 5 2 2.29 2.80 4.25 1.75 4.00 5.00 2.25 5.00 4.50 4.00 3.29 1.00
404 1 5 2 4.14 4.40 4.00 3.50 4.00 4.00 4.00 4.00 4.00 4.86 5.00 ###
405 1 2 2 4.29 3.60 4.50 2.75 4.43 3.40 3.50 4.00 3.75 5.00 5.00 ###
406 1 4 3 2.29 2.00 2.00 1.75 4.86 3.40 1.25 1.67 2.00 5.00 3.71 ###
407 1 4 2 3.14 1.20 4.00 1.50 4.86 4.20 2.50 4.67 3.75 5.00 2.86 ###
408 1 4 2 3.71 2.60 5.00 1.50 4.43 3.40 2.75 4.00 3.75 5.00 4.43 ###
409 1 5 1 3.00 4.20 4.25 1.25 5.00 2.40 2.50 3.67 2.50 4.86 4.86 ###
410 1 5 3 2.43 1.60 2.75 2.00 4.29 2.00 2.75 3.33 2.75 4.00 4.14 ###
411 1 5 1 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 5.00 ###
412 1 5 1 4.71 3.00 5.00 3.00 2.43 3.60 4.00 5.00 3.50 4.14 3.71 ###
413 1 2 5 4.29 3.20 3.50 3.25 2.29 3.20 2.50 3.67 3.50 1.29 1.14 8.00
414 1 5 3 2.57 3.00 2.75 3.00 2.86 3.00 3.25 3.67 3.00 2.86 2.43 ###
415 1 5 3 2.57 1.60 2.50 2.50 3.29 1.00 1.00 1.00 1.00 5.00 5.00 ###
500 1 2 4 2.43 3.20 3.00 3.25 3.29 3.20 3.25 3.67 3.00 3.43 3.57 ###
501 1 2 2 2.14 2.00 3.50 1.75 4.86 2.60 2.25 3.00 2.00 4.00 4.00 5.00
502 1 3 1 3.14 3.80 4.75 2.00 4.43 3.80 2.50 3.67 4.50 3.86 4.00 7.00
503 1 2 2 2.57 1.80 3.00 1.75 3.86 3.80 1.25 4.33 4.75 4.57 2.57 ###
504 1 4 1 4.14 4.60 4.00 3.25 5.00 2.80 2.50 3.33 3.75 5.00 5.00 5.00
505 1 4 3 3.29 3.20 2.50 3.00 3.57 3.20 3.00 3.67 3.00 2.43 3.29 ###
506 1 2 2 5.00 4.80 5.00 5.00 4.86 4.40 5.00 5.00 5.00 4.57 4.71 ###
507 1 3 1 5.00 3.40 4.25 3.75 5.00 4.40 2.00 3.33 4.50 4.86 3.86 ###
189
508 1 2 3 3.86 3.20 3.50 3.50 4.00 4.00 3.50 4.00 4.00 5.00 5.00 1.00
509 1 5 3 2.57 2.20 2.75 1.75 2.86 2.40 2.50 2.33 2.00 3.29 3.00 ###
510 1 4 2 3.00 1.60 2.75 1.50 4.00 2.20 2.75 3.00 2.00 4.00 2.71 4.00
511 1 4 2 2.86 2.80 3.50 2.50 4.29 3.80 3.00 2.67 4.00 2.71 3.14 8.00
512 1 3 1 4.14 2.80 4.50 3.25 3.86 4.20 3.25 5.00 5.00 2.14 2.14 ###
513 1 2 2 4.57 3.40 4.25 4.00 3.29 4.00 2.75 2.67 3.75 2.57 3.57 3.00
514 1 3 2 3.57 3.20 3.25 3.00 4.00 4.00 3.50 4.00 4.00 2.71 3.00 6.00
515 1 5 1 3.43 4.00 3.75 4.00 2.86 4.20 4.25 3.00 3.25 2.14 2.86 0.00
516 1 2 1 4.43 4.00 5.00 3.00 4.57 4.20 4.25 3.67 4.75 4.71 3.29 0.00
517 1 3 1 4.14 3.00 4.25 3.50 4.00 3.40 3.75 4.67 4.00 2.00 2.57 ###
518 1 4 1 3.86 3.80 4.25 3.00 5.00 3.80 2.75 3.00 4.50 4.71 4.43 ###
519 1 4 4 3.43 2.40 5.00 3.75 2.86 3.80 3.75 2.33 3.25 2.86 3.00 ###
520 1 2 2 3.57 3.00 3.50 3.00 3.86 3.00 3.00 3.00 3.00 3.00 3.00 4.00
521 1 1 5 1.00 2.40 2.25 1.00 3.43 1.80 2.00 2.00 2.50 4.00 4.00 ###
522 1 5 1 5.00 4.60 5.00 4.00 5.00 4.40 2.75 4.33 4.50 3.57 3.86 ###
523 1 2 2 4.43 4.80 4.75 2.75 5.00 3.60 3.00 3.33 3.50 5.00 4.57 ###
524 1 2 2 3.57 2.80 3.00 2.25 2.43 3.20 3.75 2.67 3.50 2.29 3.14 ###
525 1 2 1 5.00 4.40 5.00 3.00 4.57 3.40 3.50 3.67 3.25 4.57 4.57 9.00
526 1 2 2 3.14 2.60 3.50 1.75 3.00 3.60 3.25 3.67 3.00 2.14 2.29 ###
527 1 2 1 5.00 1.80 5.00 5.00 1.00 3.80 4.00 4.00 3.25 1.86 2.29 ###
528 1 2 1 2.57 4.20 3.75 4.00 2.29 3.00 2.75 3.00 2.75 2.57 2.71 2.00
529 1 2 1 3.43 1.00 3.75 2.25 1.00 3.20 2.75 3.33 2.75 2.29 3.57 ###
530 1 2 2 1.86 3.40 2.50 1.50 4.57 2.00 1.75 1.00 2.25 3.29 4.43 4.00
1,001 2 1 4 3.29 4.00 3.50 2.25 4.00 1.40 2.25 2.33 1.25 4.00 4.29 ###
1,002 2 3 2 3.57 2.80 5.00 3.25 2.86 3.00 4.00 4.00 2.75 3.86 3.71 ###
1,003 2 5 3 3.14 2.20 3.50 3.25 2.86 3.60 3.25 3.00 3.00 2.57 2.71 ###
1,004 2 2 2 4.71 3.20 4.75 2.50 5.00 4.40 4.00 3.00 4.00 5.00 4.29 0.00
1,005 2 2 2 4.86 3.80 5.00 2.25 4.43 4.00 4.00 3.33 3.00 5.00 4.43 1.00
1,006 2 4 3 2.71 1.80 2.00 1.50 3.86 1.40 4.50 2.67 3.00 3.43 3.29 ###
1,007 2 2 2 3.14 3.20 4.25 1.50 4.71 2.80 3.50 3.00 2.50 3.86 4.43 ###
1,008 2 4 1 4.14 4.00 5.00 3.00 5.00 4.40 4.25 4.67 4.50 5.00 4.71 ###
1,009 2 1 3 3.57 3.60 4.25 3.00 4.14 3.60 4.00 4.00 3.25 4.86 4.29 1.00
1,010 2 2 1 3.86 4.20 5.00 4.50 3.14 2.80 4.25 4.00 3.25 4.29 3.29 ###
1,011 2 2 1 4.57 2.80 4.75 2.50 4.43 4.40 3.25 4.33 3.50 4.57 4.14 ###
1,012 2 4 2 4.43 3.40 4.00 3.75 4.71 4.00 4.00 3.83 3.25 4.71 4.29 ###
1,013 2 2 3 2.43 2.60 2.00 2.25 3.14 3.40 2.75 2.33 2.25 3.71 3.57 0.00
1,014 2 2 3 3.71 1.20 3.25 1.75 3.57 2.00 3.25 1.00 2.50 4.00 4.00 ###
1,015 2 3 3 3.43 1.20 3.75 2.50 3.14 3.60 4.00 3.33 2.75 4.14 2.43 ###
1,016 2 3 3 3.00 1.20 3.75 2.75 3.00 3.00 3.50 3.33 2.25 3.71 2.14 ###
1,017 2 3 3 2.86 3.40 2.00 2.00 3.57 2.20 2.25 2.33 2.00 4.71 3.14 0.00
1,018 2 4 2 4.86 4.40 4.00 2.25 5.00 4.00 3.50 3.67 3.75 4.71 4.86 3.00
1,019 2 2 3 3.57 3.60 3.50 2.50 4.00 3.00 3.25 4.00 2.25 4.57 4.29 ###
1,020 2 4 3 4.14 3.20 3.50 3.50 3.29 2.00 3.25 1.67 1.50 5.00 4.14 ###
1,021 2 2 2 3.57 3.00 3.75 3.50 4.29 2.80 4.75 2.33 2.50 5.00 4.00 4.00
1,022 2 2 2 3.71 3.40 3.25 2.50 3.71 2.80 2.50 2.33 3.75 4.43 4.14 3.00
1,023 2 3 2 2.14 3.40 2.25 1.75 4.43 1.80 3.00 3.00 3.50 4.14 3.00 ###
1,024 2 4 3 3.86 3.20 5.00 3.75 4.29 3.20 4.00 3.00 3.75 4.57 2.57 ###
1,025 2 3 3 3.57 3.20 2.50 3.75 3.86 2.60 3.50 1.67 2.25 4.29 4.00 5.00
1,026 2 2 2 4.14 4.60 4.75 3.00 4.86 3.80 3.75 4.00 4.00 3.57 3.71 ###
1,027 2 4 2 3.71 3.40 4.50 3.25 4.00 3.00 3.00 3.33 3.50 4.14 4.14 ###
1,028 2 2 2 3.71 4.20 4.00 2.25 5.00 4.00 3.25 3.33 3.75 3.71 3.71 ###
1,029 2 2 3 2.43 1.40 3.00 3.00 2.71 2.40 3.00 2.67 1.75 4.14 2.71 2.00
1,030 2 2 3 4.29 3.40 3.50 4.25 4.14 3.00 3.50 2.67 2.50 4.57 3.14 7.00
1,031 2 1 2 4.57 4.40 2.50 3.50 5.00 4.20 3.75 3.33 4.00 5.00 5.00 ###
1,032 2 4 1 4.71 1.60 5.00 4.50 2.29 3.20 4.75 3.67 4.25 1.29 1.86 ###
1,033 2 3 2 3.71 2.60 1.50 3.00 4.14 4.60 3.50 2.67 2.75 4.43 3.86 ###
1,034 2 2 3 4.86 3.00 5.00 3.25 4.86 4.00 3.75 4.00 3.50 4.71 4.43 2.00
1,036 2 2 3 3.86 2.20 2.50 3.75 5.00 3.60 3.75 3.00 4.00 5.00 4.29 ###
1,036 2 2 1 3.57 3.20 3.75 3.25 5.00 3.00 3.75 2.33 4.00 4.86 4.29 0.00
1,037 2 2 1 5.00 3.00 5.00 4.00 3.29 3.40 5.00 4.00 4.00 5.00 5.00 ###
1,038 2 4 1 3.86 4.00 4.50 2.50 4.57 2.60 4.50 3.67 3.25 5.00 3.71 0.00
1,039 2 1 1 4.57 4.20 5.00 1.25 4.86 4.40 5.00 4.00 3.25 5.00 5.00 2.00
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1,040 2 4 1 2.86 2.80 4.00 2.00 3.57 3.00 3.50 3.67 2.75 3.43 3.14 ###
1,041 2 2 3 2.29 2.40 2.25 2.00 2.86 2.00 3.00 2.33 2.00 3.29 3.29 ###
1,042 2 4 1 5.00 4.00 4.50 5.00 5.00 4.60 4.75 3.67 4.00 5.00 4.71 ###
1,043 2 3 1 4.57 4.00 3.75 3.75 4.71 3.20 3.75 4.00 3.25 5.00 4.86 ###
1,044 2 2 2 3.71 4.00 4.50 1.75 4.29 3.80 4.25 2.33 3.75 4.86 3.14 4.00
1,045 2 2 3 3.71 2.40 4.00 3.50 4.00 3.00 3.00 3.33 3.00 3.43 3.43 ###
1,046 2 4 2 4.29 2.60 3.75 3.50 4.71 4.40 4.00 3.33 4.50 4.29 4.14 ###
1,047 2 2 1 3.43 1.00 3.50 2.75 2.71 2.60 3.75 2.33 2.75 2.71 2.86 ###
1,048 2 4 1 5.00 2.60 5.00 3.75 4.14 3.60 4.25 5.00 3.75 5.00 5.00 ###
1,049 2 4 1 5.00 4.60 5.00 3.50 5.00 3.40 5.00 3.67 3.25 5.00 4.14 ###
1,050 2 4 1 3.86 2.80 4.25 3.25 4.86 4.40 4.00 4.33 4.75 5.00 4.43 ###
1,051 2 2 1 3.71 3.40 4.75 3.75 4.71 4.20 4.63 4.17 4.63 4.57 4.43 ###
1,052 2 2 3 4.14 1.80 5.00 2.75 3.86 2.20 3.50 4.33 3.50 4.71 3.86 ###
1,053 2 ### 2 3.29 2.80 4.00 4.75 2.43 4.20 4.25 3.67 3.75 2.00 2.71 ###
1,054 2 2 3 4.43 4.00 3.00 2.50 4.71 3.40 3.50 2.00 4.00 4.14 5.00 ###
1,055 2 2 1 4.86 3.80 4.50 3.25 5.00 4.00 3.50 4.67 4.25 5.00 4.00 8.00
1,056 2 2 3 4.71 4.60 4.75 4.50 4.43 4.00 3.75 4.00 3.50 4.86 4.86 3.00
1,057 2 2 3 3.86 2.40 2.50 2.75 3.29 1.80 2.75 3.00 2.75 3.14 3.29 ###
1,058 2 2 3 3.14 4.40 5.00 3.25 5.00 2.60 2.75 2.33 2.75 5.00 5.00 4.00
1,059 2 2 3 3.57 3.60 3.75 3.75 4.00 3.60 3.50 3.33 3.50 2.71 2.43 0.00
1,060 2 3 1 5.00 4.40 5.00 4.50 5.00 4.60 4.75 4.33 4.50 4.86 5.00 ###
1,061 2 4 1 4.71 4.40 5.00 4.75 5.00 4.40 5.00 5.00 5.00 5.00 4.86 ###
1,062 2 4 3 2.29 3.00 2.00 2.00 4.43 3.40 2.50 2.67 4.25 5.00 3.57 ###
1,063 2 5 2 3.43 2.80 4.00 4.50 3.57 3.60 3.00 2.67 1.50 2.29 2.57 ###
1,064 2 3 1 2.86 2.40 4.50 2.25 4.86 2.40 2.75 2.67 2.25 2.71 3.86 ###
1,065 2 3 3 2.57 3.60 4.25 1.50 2.71 1.60 2.75 2.33 1.25 3.29 3.43 ###
1,066 2 3 3 2.86 2.40 3.25 2.75 3.57 3.00 2.25 2.33 3.25 3.29 3.29 0.00
1,067 2 2 3 3.43 3.40 3.25 3.25 4.86 3.00 3.50 3.67 3.75 3.57 3.57 4.00
1,068 2 2 3 3.00 1.80 4.00 3.00 2.86 3.40 2.75 2.67 4.00 2.43 3.29 ###
1,069 2 2 2 3.43 1.40 3.50 2.25 3.71 2.20 3.25 2.00 2.75 3.29 3.00 ###
1,070 2 1 3 1.43 3.40 1.50 1.00 3.14 2.60 2.75 1.00 3.50 4.00 4.14 ###
1,071 2 3 1 3.86 3.80 4.75 4.00 4.71 3.00 4.00 3.67 3.75 4.43 4.14 ###
1,072 2 3 2 3.00 1.80 3.75 4.50 3.14 2.00 4.50 3.00 2.00 4.43 3.71 0.00
1,073 2 2 2 3.00 3.80 5.00 1.75 3.43 2.80 5.00 3.67 2.25 3.43 3.14 ###
1,074 2 4 1 4.00 2.60 4.00 3.25 4.86 3.60 4.75 2.33 4.00 4.43 3.86 ###
1,075 2 2 1 4.43 3.00 4.50 4.00 5.00 2.80 4.25 3.67 3.25 4.86 5.00 0.00
1,076 2 3 2 3.57 2.80 5.00 2.75 5.00 4.00 4.75 4.33 4.50 5.00 5.00 4.00
1,077 2 5 3 2.57 3.20 1.50 2.00 4.71 1.60 2.00 3.00 2.75 5.00 3.43 2.00
1,078 2 2 2 4.86 2.60 4.50 5.00 4.86 4.00 3.50 3.33 4.50 5.00 5.00 ###
1,079 2 4 2 3.86 2.00 4.50 2.00 5.00 3.80 3.00 3.33 2.75 2.71 3.00 ###
1,080 2 2 2 4.57 3.40 4.75 3.50 5.00 4.20 4.50 4.67 5.00 5.00 4.86 ###
1,081 2 3 2 4.43 4.00 4.75 3.75 4.71 5.00 5.00 4.33 4.75 4.86 4.71 9.00
1,082 2 1 3 3.43 2.80 5.00 2.50 2.71 4.00 4.00 4.33 3.75 3.00 2.29 ###
1,083 2 3 1 4.14 2.80 2.00 2.75 5.00 4.00 3.75 3.00 4.25 4.43 4.00 ###
1,084 2 2 2 4.29 3.00 4.00 2.75 4.71 4.00 2.00 2.67 4.00 3.86 3.71 9.00
1,085 2 5 2 3.14 2.40 4.00 2.25 3.86 2.20 2.25 1.67 1.75 5.00 4.43 ###
1,086 2 2 4 3.29 1.20 4.50 4.50 1.71 3.00 3.50 2.67 2.25 2.86 3.14 ###
1,087 2 5 3 2.71 2.20 4.25 1.75 3.57 2.20 2.25 4.67 2.75 2.86 2.43 ###
1,088 2 1 1 4.57 4.80 3.25 3.75 5.00 3.40 3.25 1.67 3.00 5.00 5.00 ###
1,089 2 2 3 3.29 2.40 3.25 3.50 3.14 2.60 3.00 3.00 2.50 2.71 3.14 ###
1,090 2 2 3 2.14 3.60 4.50 1.50 ##### 2.80 4.00 3.33 2.50 3.14 3.29 ###
1,091 2 2 2 3.57 3.40 4.00 2.75 3.57 3.00 4.50 4.00 2.75 3.57 4.00 ###
1,092 2 1 3 3.29 2.40 4.50 3.25 2.14 4.00 4.00 2.33 3.25 2.00 2.71 ###
1,093 2 4 2 4.14 4.40 5.00 4.75 4.29 3.40 3.00 3.67 1.00 4.29 4.14 ###
1,094 2 3 3 2.86 1.80 5.00 2.75 2.86 3.60 2.50 5.00 3.00 2.14 2.29 ###
1,095 2 4 3 1.71 1.60 2.00 2.25 2.00 2.00 2.00 2.67 3.00 3.00 2.57 6.00
1,096 2 4 3 2.86 2.80 3.50 3.00 2.71 2.00 2.75 2.67 1.75 3.86 2.71 ###
1,300 2 4 1 3.43 3.20 4.00 2.50 4.43 3.80 3.50 3.33 4.50 4.43 3.29 3.00
1,302 2 4 3 2.14 1.40 3.00 2.25 3.57 4.20 3.25 3.33 3.25 5.00 3.71 4.00
1,303 2 4 4 2.43 1.80 3.75 2.50 3.14 3.20 3.50 3.67 2.00 4.71 3.14 ###
1,304 2 5 3 1.71 1.40 3.75 1.50 3.86 3.80 1.25 2.67 4.00 3.14 3.43 ###
1,305 2 4 2 3.29 3.60 4.00 2.25 2.86 3.60 3.25 3.33 3.00 2.14 2.00 ###
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1,306 2 4 1 2.86 2.20 4.75 4.50 2.86 1.60 1.75 3.00 1.50 2.71 2.71 ###
1,307 2 5 2 3.71 4.00 3.75 2.50 4.71 4.60 3.25 4.33 4.75 4.57 4.71 2.00
1,308 2 3 2 3.29 3.00 5.00 2.00 4.29 2.40 3.25 3.33 3.00 5.00 3.29 0.00
1,309 2 5 1 4.29 4.20 5.00 3.75 5.00 3.60 4.00 4.00 4.50 4.86 5.00 6.00
1,310 2 5 2 4.71 4.60 5.00 3.50 4.71 5.00 4.50 4.67 5.00 4.86 4.57 2.00
1,311 2 5 2 3.29 1.60 4.50 3.25 3.14 3.20 4.00 4.00 3.75 3.14 3.71 ###
1,312 2 2 2 2.71 2.20 4.25 2.50 4.00 2.80 3.25 3.33 2.25 4.43 3.00 ###
1,313 2 5 1 3.29 2.20 3.50 2.50 4.86 4.40 2.25 3.00 4.50 3.57 3.86 ###
1,314 2 5 2 3.57 4.20 3.00 3.00 4.86 3.40 3.00 3.67 3.00 3.00 2.43 3.00
1,315 2 5 3 2.57 2.20 3.00 2.00 3.57 3.20 2.25 3.33 3.00 4.57 3.00 ###
1,316 2 5 2 3.71 3.40 4.50 3.25 4.00 2.40 3.00 3.33 3.75 2.71 1.57 3.00
1,317 2 5 1 3.29 2.80 4.00 2.75 4.86 2.60 4.00 4.33 3.75 4.86 5.00 ###
1,318 2 5 1 3.57 3.80 5.00 2.50 5.00 2.80 3.00 3.67 3.75 5.00 5.00 2.00
1,319 2 5 1 4.00 3.80 4.50 2.75 4.57 2.80 3.00 3.67 3.50 5.00 5.00 1.00
1,320 2 3 2 3.86 3.60 5.00 2.75 4.57 2.80 2.75 3.33 3.25 5.00 5.00 1.00
1,321 2 5 2 3.14 1.40 5.00 2.75 4.29 5.00 4.00 5.00 5.00 5.00 5.00 1.00
1,322 2 3 2 3.00 1.00 5.00 3.25 3.29 3.60 3.75 4.67 4.25 5.00 5.00 ###
1,323 2 5 2 4.00 2.60 3.75 4.25 4.71 2.80 2.50 3.33 2.00 5.00 4.86 ###
1,324 2 4 3 2.57 2.00 3.75 2.50 3.00 4.00 2.00 3.00 3.50 4.00 2.86 0.00
1,325 2 5 2 3.00 2.00 5.00 1.75 5.00 3.00 3.00 3.33 3.00 3.71 4.29 ###
1,326 2 5 1 4.43 3.00 4.75 4.75 4.57 4.60 3.00 4.00 4.00 3.43 3.00 2.00
1,327 2 5 2 2.57 2.60 4.00 3.25 4.29 2.80 2.75 3.67 3.25 4.71 3.71 8.00
1,328 2 5 3 3.29 2.80 3.75 2.00 2.86 2.40 2.00 3.00 2.00 3.00 3.00 1.00
1,329 2 5 1 3.71 2.20 4.00 2.50 3.29 4.20 4.00 4.33 3.50 3.86 2.29 0.00
1,330 2 5 2 3.14 2.00 3.75 3.75 2.57 2.60 3.25 4.00 2.75 4.00 2.86 ###
1,331 2 4 2 4.00 2.80 4.00 4.25 2.00 4.20 3.75 4.00 4.25 2.71 2.29 2.00
1,332 2 1 3 2.00 2.60 3.00 2.00 3.86 3.00 3.00 3.33 2.00 4.43 3.86 ###
1,333 2 5 1 4.57 4.40 4.25 3.25 4.71 3.00 3.00 3.67 5.00 5.00 5.00 ###
1,334 2 5 1 3.29 4.20 4.75 2.75 5.00 3.80 4.25 3.00 5.00 5.00 4.43 0.00
1,335 2 4 3 2.14 3.00 3.00 2.75 4.29 1.60 2.25 3.33 1.50 4.57 4.14 ###
1,412 2 5 3 2.57 2.20 2.75 1.50 3.57 3.00 2.50 2.00 2.75 2.86 3.86 2.00
1,416 2 5 3 2.86 2.60 4.75 2.00 4.29 3.40 3.50 4.00 3.00 4.57 4.00 ###
1,417 2 4 3 3.14 3.60 5.00 3.00 4.00 3.60 3.00 4.00 2.50 5.00 4.14 ###
1,418 2 4 2 3.43 2.60 4.75 2.25 4.29 3.00 2.50 4.33 3.25 3.29 3.14 ###
1,419 2 4 3 2.57 2.60 3.00 2.00 4.43 2.60 2.50 2.33 2.75 3.00 3.29 5.00
1,420 2 4 3 3.57 2.20 4.50 2.75 4.71 5.00 3.50 4.00 3.75 5.00 5.00 3.00
1,421 2 5 2 4.57 2.60 2.25 3.75 4.86 5.00 3.00 5.00 4.25 4.43 2.57 0.00
1,422 2 4 4 1.43 1.00 3.75 1.00 3.86 4.20 3.00 4.33 2.25 3.43 2.57 ###
1,423 2 5 3 3.43 3.40 4.25 2.50 4.71 4.20 3.75 4.33 3.75 4.43 4.29 ###
1,424 2 5 3 1.43 2.00 2.75 1.50 4.86 1.20 2.25 3.33 2.00 4.86 4.86 ###
1,425 2 5 5 1.00 2.40 4.00 1.00 4.86 3.40 2.25 3.33 3.50 4.00 4.57 ###
1,426 2 4 5 1.00 1.00 3.00 1.00 5.00 2.40 1.00 2.67 4.25 5.00 3.86 ###
1,427 2 3 5 1.86 1.60 2.00 1.75 4.00 2.20 2.50 2.67 2.75 4.14 3.29 ###
1,428 2 2 4 1.43 2.60 2.75 3.00 3.43 4.20 4.50 4.67 4.00 3.29 3.57 ###
1,429 2 4 2 3.14 2.20 3.50 3.00 4.43 3.00 3.00 3.00 3.00 3.00 3.00 ###
1,430 2 5 2 3.43 1.60 5.00 3.50 4.14 2.60 2.25 4.67 2.00 5.00 4.71 ###
1,431 2 3 1 4.71 3.60 5.00 4.75 5.00 5.00 3.75 4.33 4.50 4.86 3.86 3.00
1,432 2 3 3 3.57 2.00 4.50 3.25 4.43 4.00 3.00 3.00 4.00 3.29 2.57 ###
1,433 2 4 3 2.43 2.60 4.75 1.50 4.57 1.60 2.50 2.00 1.50 4.71 4.43 2.00
1,434 2 5 3 2.57 2.60 3.75 2.25 4.14 1.80 2.00 2.67 2.25 4.00 3.86 ###
1,435 2 5 2 2.57 2.60 3.50 3.25 4.00 2.40 2.25 3.33 2.75 4.29 3.14 2.00
1,436 2 5 3 2.14 1.60 4.75 2.00 4.29 2.60 3.25 3.33 4.00 2.86 2.29 0.00
1,437 2 5 1 3.57 2.80 3.75 4.00 3.71 3.40 4.00 4.00 3.75 2.29 3.00 ###
1,438 2 3 3 1.71 1.60 4.75 1.00 4.00 3.00 3.00 3.33 3.50 4.29 2.86 4.00
1,439 2 2 3 3.29 2.20 4.75 3.50 1.86 3.20 4.25 4.00 2.25 3.43 3.14 ###
1,440 2 3 2 2.71 2.40 3.00 2.75 3.14 2.20 3.50 3.67 3.00 5.00 4.43 ###
1,441 2 4 1 2.86 3.40 4.75 1.50 5.00 2.60 2.50 4.33 2.00 4.86 3.14 2.00
1,442 2 4 1 2.57 2.20 5.00 3.00 3.43 3.20 3.00 5.00 3.75 4.43 2.43 0.00
1,443 2 5 2 3.86 3.60 5.00 2.50 5.00 3.60 3.75 3.33 4.25 4.29 3.29 ###
1,444 2 4 3 2.57 2.20 2.50 3.50 3.14 3.40 3.50 3.33 3.00 2.43 2.29 ###
1,445 2 4 2 2.71 1.40 4.00 5.00 3.57 4.20 3.50 4.00 3.75 5.00 3.43 ###
1,446 2 4 1 3.57 4.00 3.25 3.50 4.71 3.80 3.50 3.67 3.75 4.00 3.57 ###
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1,447 2 3 2 2.57 3.40 3.00 2.00 3.86 3.00 3.50 2.33 2.50 3.86 3.71 2.00
1,448 2 4 2 2.14 3.60 4.25 2.00 4.29 2.80 3.00 2.33 2.00 3.43 3.43 ###
1,449 2 4 2 2.86 3.60 3.75 2.25 4.29 3.80 3.00 4.00 3.50 4.14 4.14 4.00
1,450 2 5 3 3.57 2.40 3.50 2.75 4.43 3.80 3.00 3.67 3.25 4.29 4.00 ###
1,531 2 2 1 3.86 3.60 4.75 3.75 3.14 2.40 4.00 4.00 4.00 3.43 4.29 ###
1,532 2 2 3 1.00 1.00 4.25 1.00 5.00 3.40 2.25 5.00 4.50 5.00 3.86 8.00
1,533 2 4 1 3.57 3.20 4.00 3.00 3.86 3.20 2.00 3.00 2.25 3.71 4.14 ###
1,534 2 1 2 3.14 2.00 4.50 2.75 4.00 3.80 2.75 4.00 3.75 4.71 3.57 ###
1,535 2 3 1 3.57 2.40 2.00 1.50 5.00 4.20 3.00 4.00 4.25 5.00 3.71 ###
1,536 2 4 1 2.14 4.40 3.50 1.50 5.00 3.00 1.75 2.67 3.50 5.00 4.14 ###
1,537 2 3 2 3.14 2.40 4.25 3.00 2.43 1.80 4.75 3.33 2.25 1.86 3.29 ###
1,538 2 2 3 1.86 1.20 5.00 2.75 2.57 2.60 3.00 3.00 3.00 2.43 3.29 ###
1,539 2 3 3 2.71 4.20 4.00 2.00 5.00 4.20 3.75 3.33 3.75 2.43 2.14 1.00
1,540 2 2 3 2.00 3.00 2.75 2.50 3.00 3.00 3.75 2.67 2.50 3.14 3.00 ###
1,541 2 4 3 3.71 3.60 5.00 2.75 4.00 5.00 5.00 5.00 5.00 4.00 4.00 ###
1,542 1 5 1 4.57 4.40 2.75 3.50 4.86 2.60 2.75 1.33 3.25 4.71 4.71 ###
1,543 2 4 3 2.00 2.40 2.00 2.00 2.86 2.40 2.75 2.67 1.50 3.86 2.00 ###
1,544 2 3 2 1.86 2.20 5.00 2.50 4.86 5.00 3.00 4.67 4.75 4.14 3.71 7.00
1,545 2 4 2 2.57 3.20 4.25 2.25 4.43 4.20 2.00 3.33 3.50 2.29 2.86 2.00
1,546 2 2 1 2.29 3.40 2.00 1.25 3.43 4.20 3.50 3.00 4.00 4.14 4.14 4.00
1,547 2 4 3 2.29 3.20 2.25 1.75 3.14 2.20 3.00 2.67 2.00 3.71 4.00 ###
1,548 2 2 2 3.43 2.80 5.00 1.75 4.71 2.60 3.50 3.00 3.00 5.00 4.71 ###
1,549 2 2 1 2.43 2.80 3.75 2.00 5.00 2.80 2.00 2.67 2.00 5.00 4.86 ###
1,550 2 2 2 3.86 3.20 3.75 3.50 3.86 4.00 3.75 4.33 3.75 4.43 4.29 7.00
1,551 2 2 2 3.00 1.80 4.50 3.00 3.86 4.00 2.50 2.67 3.00 3.00 3.14 ###
1,552 2 2 3 2.86 4.00 4.25 1.00 4.86 2.40 3.50 2.33 3.25 4.86 4.57 2.00
1,553 2 4 2 2.71 3.20 3.00 3.75 3.57 2.40 4.00 2.67 3.00 4.71 3.86 ###
1,554 2 3 1 2.86 2.40 3.25 3.00 5.00 4.00 4.00 4.00 4.00 4.00 4.00 ###
1,555 2 3 2 2.86 4.40 4.00 2.25 4.57 4.60 5.00 3.67 3.50 4.00 4.00 ###
1,556 2 ### 1 5.00 5.00 5.00 4.00 5.00 4.20 3.50 3.33 5.00 4.86 4.86 6.00
1,557 2 5 1 4.86 4.80 3.75 5.00 5.00 4.40 4.00 4.00 3.50 4.00 4.57 ###
1,558 2 3 2 2.71 3.60 4.00 2.00 4.00 3.00 2.25 3.33 2.75 4.00 4.00 6.00
1,559 2 3 3 5.00 3.20 5.00 5.00 2.29 3.40 5.00 2.67 4.25 3.00 2.57 ###
1,560 2 2 2 2.86 3.40 4.00 1.00 4.00 2.40 2.50 3.33 4.00 5.00 5.00 2.00
1,562 2 2 2 3.29 1.60 4.50 2.75 4.00 2.00 3.00 3.33 2.50 3.29 2.57 ###
1,563 2 1 3 4.57 2.20 4.00 4.75 3.57 4.20 3.50 4.33 3.50 3.86 ###
#
###
1,564 2 3 3 2.14 1.80 3.25 2.50 3.14 4.00 4.50 3.33 4.00 2.71 2.57 3.00
1,565 2 2 2 4.00 4.40 4.25 3.50 5.00 4.00 4.00 4.00 4.00 5.00 5.00 ###
1,566 2 2 3 3.86 2.80 3.75 2.75 4.14 2.80 2.00 3.00 3.25 2.43 2.86 6.00
1,567 2 3 1 4.00 4.80 4.00 4.00 5.00 4.80 4.75 2.33 4.00 5.00 5.00 ###
1,568 2 3 4 3.00 4.00 3.25 3.00 4.14 1.80 2.25 2.00 2.25 4.86 4.71 ###
1,569 2 1 3 3.00 1.80 3.00 3.00 2.29 3.00 3.00 3.00 3.00 3.00 3.00 ###
1,570 2 5 5 2.57 1.80 3.25 2.75 1.00 3.60 3.75 3.67 3.25 4.14 3.71 3.00
1,571 2 3 1 2.00 2.00 4.75 2.00 3.86 2.00 2.50 3.00 2.00 4.00 4.00 ###
1,572 2 2 3 2.29 3.40 3.50 2.00 3.71 2.00 2.50 2.67 2.25 4.00 3.86 ###
1,573 2 2 1 2.00 3.00 4.75 2.00 4.29 2.00 2.50 3.00 2.25 4.00 4.00 1.00
1,574 2 3 3 1.71 1.40 5.00 1.50 2.43 3.20 2.75 3.67 3.00 4.14 3.57 1.00
1,575 2 3 1 2.29 3.60 2.00 2.25 3.43 2.20 1.75 1.67 2.00 4.57 4.71 ###
1,576 2 2 2 3.14 1.80 5.00 2.75 3.43 2.40 4.50 3.33 2.50 4.86 2.86 ###
1,577 2 4 1 2.86 1.80 4.00 1.25 4.43 4.40 3.25 3.00 4.25 3.71 2.43 ###
1,578 2 5 4 2.14 3.60 4.75 1.25 3.43 1.80 2.50 2.33 1.50 4.57 3.71 ###
1,579 2 3 2 4.29 4.20 5.00 2.50 4.71 4.60 2.25 4.00 3.75 5.00 3.71 ###
1,580 2 2 1 3.00 1.60 4.50 1.75 4.14 3.20 2.50 3.33 3.75 4.00 3.29 ###
1,581 2 4 1 2.57 3.60 4.75 1.50 4.86 5.00 4.50 3.67 5.00 5.00 3.71 ###
1,582 2 5 3 3.14 2.80 4.00 1.75 4.29 3.60 2.75 3.33 3.00 4.57 4.00 1.00
1,583 2 2 3 2.71 2.80 4.75 2.25 3.86 4.40 3.50 4.33 3.50 3.14 3.71 3.00
1,584 2 2 1 4.43 3.80 4.50 3.75 5.00 2.80 3.75 4.00 4.50 4.57 3.86 0.00
1,585 2 3 2 3.29 3.00 4.75 2.25 4.71 3.80 3.25 4.33 3.25 5.00 5.00 0.00
1,586 2 2 3 2.57 2.20 3.25 1.25 2.71 3.60 2.50 3.00 3.00 3.71 3.43 7.00
1,587 2 2 3 3.86 3.00 5.00 2.50 2.86 4.40 4.00 4.67 2.75 3.86 4.00 2.00
1,588 2 5 4 2.29 2.80 1.25 1.50 3.43 3.80 3.00 1.67 2.50 3.29 3.14 ###
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1,589 2 2 3 2.29 2.60 4.75 1.75 3.57 1.40 4.00 4.00 2.50 4.43 2.29 ###
1,590 2 5 3 3.86 2.40 4.00 4.00 5.00 4.60 3.50 4.33 4.75 4.86 4.14 3.00
1,591 2 5 2 3.14 3.00 4.00 2.50 4.29 3.00 3.25 3.00 3.25 4.00 3.71 ###
1,592 2 3 2 2.86 3.80 5.00 3.00 5.00 3.80 4.00 4.00 3.75 5.00 4.43 ###
1,593 2 5 1 3.86 1.20 4.75 4.25 1.57 4.60 3.00 4.33 4.25 4.00 2.43 6.00
1,594 2 5 3 2.43 2.20 2.50 2.00 4.00 2.80 2.75 2.67 3.50 3.57 4.00 ###
1,595 2 5 2 4.14 2.20 4.75 3.00 5.00 4.60 4.00 4.00 5.00 4.00 3.57 ###
1,596 2 2 3 3.29 1.80 4.00 2.00 4.57 4.20 3.50 2.67 4.25 4.86 3.57 ###
1,597 2 4 3 3.71 3.60 4.00 4.50 5.00 4.60 2.75 4.00 5.00 5.00 5.00 2.00
1,598 2 4 1 3.86 4.00 5.00 3.25 3.14 4.80 5.00 4.33 3.50 4.71 4.14 ###
1,599 2 3 2 1.29 2.20 3.50 1.00 5.00 2.80 3.00 3.33 4.00 4.86 4.71 ###
1,600 2 3 3 1.57 1.80 4.25 1.00 5.00 3.40 2.50 3.00 3.50 5.00 4.14 2.00
1,601 2 2 3 2.14 3.80 4.00 2.00 4.29 1.60 2.25 1.33 1.50 4.71 4.43 6.00
1,602 2 4 2 2.14 2.80 3.50 1.50 4.29 3.40 3.75 4.00 3.00 4.29 4.00 ###
1,603 2 4 3 2.57 1.80 5.00 1.25 1.86 3.20 3.00 4.00 3.75 3.43 2.43 5.00
1,604 2 3 2 2.57 4.40 5.00 3.75 3.86 5.00 3.00 5.00 3.50 3.86 3.86 3.00
1,605 2 3 3 2.00 1.80 5.00 1.00 5.00 1.80 4.25 2.33 5.00 5.00 3.29 ###
1,606 2 4 2 2.14 1.80 5.00 2.50 4.71 1.80 4.25 2.33 5.00 5.00 3.29 ###
1,607 2 2 3 1.86 2.80 4.25 1.25 4.29 1.80 2.25 3.67 2.25 4.14 4.43 9.00
1,608 2 3 3 2.43 1.80 4.50 1.00 4.71 1.40 2.50 2.33 4.00 4.14 3.29 ###
1,609 2 ### 3 3.29 3.40 2.75 2.00 3.86 2.40 2.50 2.67 3.25 3.71 3.29 ###
1,610 2 2 2 3.86 2.80 5.00 3.00 4.00 3.40 2.50 2.33 2.50 3.86 3.57 ###
1,611 2 4 2 2.86 1.40 4.50 2.00 2.57 2.40 3.00 3.00 2.75 3.57 3.71 ###
1,612 2 1 1 3.00 4.40 4.50 2.00 5.00 2.20 2.25 2.67 2.75 5.00 5.00 ###
1,613 2 5 2 2.14 1.20 3.75 2.00 3.00 1.00 2.25 1.00 1.25 5.00 3.57 1.00
1,614 2 3 2 3.00 2.40 5.00 2.50 1.71 1.80 1.00 3.67 2.00 3.86 3.29 ###
1,615 2 2 3 1.29 3.60 2.75 1.00 4.14 1.20 1.50 2.00 1.00 5.00 5.00 ###
1,616 2 4 2 1.57 1.20 3.25 1.75 3.71 3.40 3.50 3.00 3.50 3.14 3.00 ###
1,617 2 2 1 2.57 1.80 4.00 1.50 4.71 3.80 4.25 5.00 3.25 4.71 5.00 ###
1,618 2 2 1 2.57 2.80 3.25 2.75 4.57 3.20 3.00 4.33 4.25 3.43 2.00 ###
1,619 2 4 2 2.29 2.60 4.25 1.00 4.14 3.40 3.50 2.67 4.00 4.57 2.43 ###
1,620 2 2 2 2.71 3.60 4.00 2.25 3.86 2.40 3.00 3.00 2.75 4.00 4.00 ###
1,621 2 2 3 3.14 3.20 5.00 2.00 3.57 3.00 3.50 4.33 3.25 4.86 4.71 ###
1,622 2 2 1 3.57 3.20 4.00 3.25 5.00 3.60 3.75 3.33 3.75 5.00 5.00 ###
1,623 2 2 2 3.29 2.60 5.00 3.00 4.57 4.40 4.75 5.00 4.75 5.00 3.43 3.00
1,624 2 2 3 1.71 3.60 3.00 1.00 4.43 2.40 2.00 2.33 2.00 5.00 4.43 ###
1,625 2 2 3 2.71 1.80 4.00 3.00 2.86 3.60 3.25 3.67 3.00 3.86 3.43 ###
1,626 2 3 3 2.00 2.00 5.00 1.75 2.57 2.60 2.75 3.67 3.50 4.14 3.29 0.00
1,661 2 5 3 1.29 3.80 3.00 2.00 4.00 1.40 1.00 1.67 1.00 4.71 5.00 ###
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APPENDIX G:  LETTER OF PERMISSION




I hope you are having a nice summer. I'm writing to request that I may include as an appendix of
my dissertation the manuscript "A Reconceptualization of Physical Education: The Intersection
of Gender, Race and Social Class" that has been accepted for publication by Sport, Education
and Society. I need to submit my dissertation to the LSU graduate school by next Tuesday. I
sincerely appreciate your response.
Best Regards,
Laura Azzarito
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